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Abstract
Lambert, Cheryl Yvonne, Ed.D. The University of Memphis. May 2016. An
Analysis of the Initial Implementation of Student-led Conferences in a Rural Elementary
School with Third-Grade Reading Students. Major Professor: Dr. Renee Murley, Ed.D.
As school leaders intensify the focus on student-involvement in educational practices,
student-led conferencing offers a viable alternative to traditional parent-teacher
conferencing formats. This study examined the effects on student achievement as
reported by universal screening scores along with the changes in perceptions of students,
parents, and teachers regarding the initial implementation of student-led conferencing in a
rural elementary school with third-grade reading students. The quantitative results offer
additional data to the field of educational research which comprises limited evidence of
this exploratory combination. The research questions addressed in this study include:
1. Regarding universal screening scores for third-grade students in reading, is there a
statistically significant difference between universal screening scores from Spring
2014, Fall 2014, and Winter 2014 for students participating in student-led
conferences (SLC) compared to nonparticipating students (NonSLC)?
2. Regarding student and parent surveys concerning student-led conferencing, is
there a statistically significant difference between the students’ perceptions of
student-led conferencing compared to the parents’ perceptions of student-led
conferencing?
3. Regarding teacher surveys concerning confidence in parental involvement, is
there a statistically significant difference between teachers’ perceptions of
confidence in parent involvement before the implementation of student-led
conferences compared to perceptions after the student-led conferences?
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To address these questions, a Repeated-Measures ANOVA was conducted to
determine significant differences in screening score results. Statistical significance in
scores was demonstrated between the first academic screening and the final academic
screening resulting in positive mean increases. The perceptions of students and parents
concerning student-led conferences were analyzed with a Mann-Whitney non-parametric
test showing consistently positive results. The results of a Mann-Whitney test that
analyzed perceptions of teachers regarding their confidence in parental involvement using
pre- and post-survey items indicated no significant differences. The implications of this
study give school leaders a foundation for successful student-led conferencing
implementation that impacts student achievement and promotes stakeholder involvement.
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Chapter 1
Introduction
Given the academic focus on student-involved formative and summative
assessment, research relating to student-led conferences becomes increasingly important
to the field of education. High expectations, rigorous instruction, and academic growth
are frequently discussed as desirable yet difficult goals to achieve. Why is raising student
achievement so difficult? According to Wiliam (2011), a number of reforms have
occurred in the past decade in schools in an effort to improve student achievement.
Reduction in class sizes, charter schools, magnet schools, curriculum reforms, increased
educational technology, interactive whiteboards, and teacher’s aides are a few of the
many reforms implemented in the pursuit of increased student achievement (Wiliam,
2011). These reforms, however, have not produced consistent measureable effects on
student achievement (Wiliam, 2011). As students experience multiple avenues to improve
the foundational skills of communication, self-evaluation, accountability and
responsibility, the incorporation of student-led conferencing provides the impetus for
innovation in academic success. While formative in process, this practice scaffolds
learning.
Many aspects of formative assessment and instruction flow into the outcomes
associated with student-led conferences, such as academic feedback, rubrics, higherorder questioning, peer assessment, and self-evaluative assessment, offering a rich
environment for student-involved learning (Black & Wiliam, 1998; Stiggins, 2001;
Stiggins & Chappuis, 2005). By examining the perceptions of educational stakeholders,
best practices are developed. “By listening and evaluating student work through a

student-led conference, teachers and parents can learn a great deal about how to help
individual students succeed and excel” (Bailey & Guskey, 2001, p. 11).
Early proponents of formative assessment suggested that the information about
learning obtained from the process of formative assessment must affect change in some
way (Black & Wiliam, 1998; Bloom, 1984). Not only does a student-led conference
provide a culminating event to formative practices conducted in the school setting, but it
also provides the catalyst for refinement and adjustment to ongoing student learning. By
sharing the assessment process with students using their work as evidence and allowing
them to lead parents through the process of self-evaluation carried out by the students, an
effective cooperative bond develops between students, parents, and teachers with the
ultimate goal of positively impacting student achievement.
Problem Statement
By examining the process of how one school addressed the barriers to the
implementation of student-led conferences and accentuated the academic advantages of
student-led conferences, this study provides educational leaders with valuable research to
guide an expansion of conferencing options to include student-led conferences in an
effort to impact student achievement, improve parent involvement, and build support
from educational stakeholders. Educational leaders face a myriad of barriers for
increasing the academic achievement of students, the dedicated involvement of parents,
and mitigated support of teachers and administrators. Stiggins (2001) suggests limited
evidence of educational research effecting practice, but this study offers an example of
the impact of the research-based practice of student-led conferencing. Giving parents the
opportunity to be engaged in student success by providing the time, place, and situation
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for allowing students to demonstrate their learning progressions and present their work
samples in a structured student-led conference format affords engaging opportunities for
all stakeholders in a school setting.
Purpose of Study
This study explored the existing quantitative data of one rural elementary school’s
initial implementation of a student-led conferencing format by examining data from
academic screenings comparing different administration times, perception surveys of
parents and students regarding the student-led conferences, and an academic optimism
survey relative to teachers’ perceptions of confidence in parent involvement. Examining
change in academic screening scores and perceptions of stakeholders regarding studentled conferences in a rural setting offers additional data to the field of educational research
which comprises limited evidence of this exploratory combination including academic
achievement and perceptions of stakeholders. An analysis of statistical data offers
research results describing the impact of student-led conferencing on academic outcomes
and participant perceptions for application purposes in educational settings.
Research Questions
The focus questions for this research consider the change in assessment results
specific to achievement following formative instructional practices and the perceptions of
stakeholders regarding student-led conferencing which represents the summative aspect
of assessment. A difference in teachers’ perceptions of their confidence in parent
involvement as it relates to academics is examined to determine change reflected by the
initial implementation of student-led conferencing.
This research study seeks to address three important questions.
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1. Regarding universal screening scores for third-grade students in reading, is there a
statistically significant difference between universal screening scores from Spring 2014,
Fall 2014, and Winter 2014 for students participating in student-led conferences (SLC)
compared to nonparticipating students (NonSLC)?
2. Regarding student and parent surveys concerning student-led conferencing, is
there a statistically significant difference between the students’ perceptions of student-led
conferencing compared to the parents’ perceptions of student-led conferencing?
3. Regarding teacher surveys concerning confidence in parental involvement, is
there a statistically significant difference between teachers’ perceptions of confidence in
parent involvement before the implementation of student-led conferences compared to
perceptions after the student-led conferences?
Significance of Study
This study has the potential to contribute beneficial research data to educational
practitioners as they search for best-practice solutions to provide students with a choice
and a voice in the presentation of their academic journey. In an effort to increase
achievement and bolster parent involvement in education, examining these results may
support systemic change in student outcomes. School leaders may respond to these
research results from this initial pilot study by planning an expansion of the use of
student-led conferencing to other grade levels. Challenges for scheduling a larger number
of conferences may be addressed by schools with an analysis of current parent-teacher
conference times and dates in an effort to offer multiple opportunities for parents to
attend a conference.
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Lemmer (2012) reports a need for schools to evaluate their current conferencing
practices in an effort to determine their effectiveness. Low cost strategies include a
comfortable conference setting, sufficient time opportunities for participation, and
privacy for conferences. A variety of communication strategies assist in offering
feedback to parents (Lemmer, 2012). The academic importance of parent-teacher
conferences may be recognized; however, the empirical research of parent-teacher
conferences is limited (Minke & Anderson, 2003). Parent involvement research including
urban parents is prevalent; “however, unlike the body of literature about urban parents,
few studies have explored the strengths, weaknesses, or concerns that might be unique to
rural parents” (Graham & Underwood, 2012, p. 1233). Limited research specific to rural
settings warrants a need for investigating the current phenomena of parent-school
relationships.
It is likely that parental involvement or partnership practices in
rural schools may differ from other settings; however, too few
studies have been conducted with research questions that
investigate the unique and specific effects of the rural setting on
family-school connections and outcomes. (Semke & Sheridan,
2012, p. 39)
As students adjust to learning a new format, the ease and comfort of leading a
conference may improve. School goals may include the use of student-led conferencing
at all levels of instruction for all students. Bailey and Guskey (2001) helped lead a group
of 13 teachers of different grade levels with student-led conferences. Evaluating their
results provided resulting data for analysis. By giving students a voice in the
conferencing experience, Bailey and Guskey (2001) indicated that students consistently
reported increased “confidence and pride, and actually, some amount of surprise in their
ability to explain their work, to set goals, and to express their attitudes about school and
5

learning to their parents and other significant adults” (Bailey & Guskey, 2001, pp. 9-10).
Student-led conferencing could be a powerful tool to support self-advocacy by providing
a format for students to promote their work, defend their choices, and set meaningful
goals.
Students also play an important role in the communication system
designed to support learning. When they are involved in collecting
evidence of their achievement, charting their growth, and setting
goals for future learning, students develop insights into themselves
as learners. (Stiggins & Chappuis, 2005, p. 6)
The potential is presented for impacting student achievement and commitment. These
practices may prepare students to become active participants in sharing their progress
with parents and other stakeholders. Teachers consider their role as facilitators by
allowing students to conduct meaningful conversations with parents about the students’
work samples.
Theoretical Framework
Traditionally, schools conduct conferences with parents throughout the school
year in an effort to communicate academic progress about students. These conferences
are mainly structured to involve the parent and the teacher. As schools move toward more
student-involvement in communicating their learning to educational stakeholders, the
implementation of student-led conferences becomes an appealing option to school
leaders. This research seeks to provide a valuable perspective to benefit educators and
support guidance for conducting student-led conferences by examining existing data of
one school’s implementation, as well as, providing statistical data regarding perceptions
of parents, students, and teachers. Increased student achievement over time is expected;
however, perceptions of the conferencing experience may vary between groups of parents
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and students. The importance of examining these perceptions along with teachers’
perceptions of parent involvement in academic growth guides this research study.
Definition of Terms
For the purpose of this study, a few descriptive definitions of terms are provided
here.
Rural

The U.S. Census Bureau (USCB, 2010) defined rural areas
as those “encompassing all population, housing, and
territory not included within an urban area” and will
determine the criteria for a rural area. To identify rural
areas, the criteria for urban areas must be defined. “To
qualify as an urban area, the territory identified according
to criteria must encompass at least 2,500 people, at least
1,500 of which reside outside institutional group quarters”
(Urban Area Criteria for 2010 Census section, p. 4).

Student-led conference A student-led conference is a meeting held with a parent or
parents and a student with the student leading the
discussion about the student’s academic progress while a
teacher facilitates the conversation by being available to
answer questions from the parents and support the student
during the conference. These conferences could last
between 15 to 30 minutes and could include multiple
academic subjects. The student collects evidence over time
to present to the parents. The evidence varies between
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students and may include graded work, writing samples,
projects, individual assignments, group assignments, and
other evidence relative to student progress. A teacher
facilitates the conversation by being available to answer
questions from the parents and support the student during
the conference. The student-led conferences that produced
data for this research study were held on October 23, 2014.

Traditional parentteacher conference

A traditional parent-teacher conference involves a meeting
between a parent or parents and a teacher about a student’s
progress while the teacher leads the discussion. The
student is rarely present at the conference. The content of
the traditional conference may include input from the
student prior to the conference, but is largely teacherselected and managed.

Universal screening

A screening consists of one academic testing
administration of a group, class, or entire school using a
prescribed testing tool. Universal screenings may be
conducted multiple times during a school year. In this
study, a universal screening was conducted during three
testing administrations— Spring (April 4 – 17, 2014), Fall
(September 25 – October 9, 2014), and Winter (December
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5 – 19, 2014)—to measure academic progress. Renaissance
Learning Inc. (2014) provided the universal screening tool
for the school in this study. This tool had been in use at the
school for two years. The screening tool provided data
regarding the change in scaled scores over time using an
adaptive-assessment approach based on grade-level
academic standards. This data will be compared and
analyzed statistically using a Repeated Measures ANOVA
analysis to determine significance.
Assumptions, Limitations, and Delimitations
This study depends on the thoughtful survey responses of students and parents
about their student-led conferencing experience. Intentional efforts were made to
preserve anonymity and confidentiality and the survey submissions were voluntary. The
effect of a comparison of these items is under investigation in this study. The results of
assessment data in the study represent three testing times, providing only a snapshot
dependent on time sensitive conditions. The available data is sufficient for this study, but
should not be considered representative of a larger population. The limits of the small
convenient sampling of students included in this study must be considered when
examining the statistical implications of the impact of this study. The survey from
teachers included questions about the teachers’ level of confidence toward parent
involvement. An assumption made by this research is the honest responses from teachers
about their confidence in parent involvement. Anonymity and confidentiality were
preserved during the response collection and teachers submitted surveys voluntarily.
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While this research study explores the impact of an initial implementation of
student-led conferences, other variables in the school setting may influence the
interpretation of these results. The results of this study may be generalizable to initial
implementations in rural settings with small convenient samples; however, generalizing
these results to other settings and samples is cautionary. Delimiting factors include the
interest in selective comparative achievement data and the choice to analyze existing data
from an initial implementation which provides information to address subsequent
decision-making regarding the influence of student-led conferences.
Review of Literature
Based on an examination of the research literature, involving students in the
assessment process merges intended academic goals with self-assessment to produce
increased achievement (Black & Wiliam, 1998; Stiggins, 2001). When students
“communicate their learning using a variety of work samples, they go beyond what
grades, numbers, and scores alone can show; they are able to examine the depth, the
detail, and the range of their own learning” (Gregory, Cameron, & Davies, 2011, p. 15).
Multiple aspects of formative assessment, such as academic feedback, rubrics, higherorder questioning, peer assessment, and self-evaluative assessment, provide teachers and
students the opportunity to collaborate in the learning process (Chappuis, 2012; Chin,
2006; Clark, 2012; Hattie & Timperly, 2007). Offering students the opportunity to take
the lead in the presentation of their own work evidence in the form of a student-led
conference encourages ownership and responsibility for quality outcomes with the
potential for the development of lifelong learners.
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Enhancing parent-teacher conference practices by involving the students in
formative and summative assessments and transferring the leading role to students
suggests a shift toward an increase in student universal screening scores for third-grade
reading students. A thorough review of scholarly research relating to the implementation
of student-led conferencing exposes several major areas of interest. These areas
encompass the core of academic literature relative to this topic. Research emphasizes
parent, teacher, and student perceptions regarding student-led conferences in conjunction
with the facets of formative assessment; thus, comprising extensive resources for
exploration.
Perceptions of Stakeholders
Parent, student, and teacher perceptions impact the outcomes of student
achievement. An examination of the use of student-led conferences to impact
achievement leads to various perceptions from educational stakeholders. Research
regarding these perceptions may influence educational practices in the field.
Student perceptions. Including students in the conferencing format adds a new
dimension to the educational experience. Students gain confidence in their academic
progress when they experience support, interest, and attention from their audience
(Gregory et al., 2011). Parents attend school conferences; students demonstrate
accountability for their learning (Kinney, 2012a; Kinney, 2012b). This is a win-win
situation for the academic success of our schools. During a traditional conference, rarely
are students present during the actual conference with the teacher. If they are present,
they do not take a leading role in the conference thus disregarding the most important
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educational stakeholder—the student. Without student involvement in the conference, an
important piece of the puzzle which represents student learning is missing (Clark, 2012).
Parent perceptions. By including students and allowing them to take the lead in
conferences, parents are exposed to the educational process from the eyes of their
children. “High expectations and encouragement are essential not only from teachers, but
also from parents and peers” (Hattie, 2012, p. 158). According to Tuinstra and HiattMichael (2004), parent participation in conferences is often high for younger students but
decreases dramatically for middle- and high-school students. According to McBride,
Bea, and Wright (2002), the most significant barrier to parental involvement is time.
Traditional conferencing formats can heavily impact the amount of time the parents must
set aside to be at the school. School districts desiring to increase parent involvement in
the education process look for opportunities to bring parents and schools together in a
compatible time frame; a complicating factor especially for rural schools that face
challenges of hiring faculty, staff, and leaders, a high percentage of single-family
households, and extended travel time and distance to attend conferences (Henry, 1990;
Preston, Jakubiec & Kooymans, 2003; USCB, 2010). Each positive experience with the
school has the potential to increase the quality of parent involvement. Since a lack of
parent involvement creates a challenge for rural schools, providing a positive
conferencing experience, with the students taking the lead and the teacher assuming the
role of facilitator, opens the door for better quality parent involvement (Weiss & Correa,
1996).
Additional academic research supports the environmental differences between
urban and rural areas. A qualitative study conducted by Graham and Underwood (2012)
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involving 9 focus groups and 5 interviews to examine rural parents’ access of support
services revealed several barriers to accessing services. While urban areas present similar
barriers, the following barriers influenced rural areas: receiving information with limited
rural services, scheduling convenient times for single-parent families to attend school
events, and expecting transportation to rural schools after school hours. Communication
challenges, travel time, and distance contributed to the focus-group findings from
Graham and Underwood (2012).
In a study conducted by Shim (2013), three themes emerged as obstacles affecting
parent-teacher interactions in rural areas for English-Language Learners (ELL): teachers’
judgments toward ELL students, lack of influence on the teacher’s decisions, and fear of
speaking up. By demonstrating a spirit of partnership between parents and teachers,
teachers can “learn to value the knowledge of parents and recognize the contributions
that they can make to the children’s success in school” (Shim, 2013, p. 24).
DePlanty, Coulter-Kern, and Duchane (2007) provide research studying the
perceptions of parent involvement on student achievement. Twenty-two teachers and
staff (counselor, librarian, paraprofessionals; 15 women and 7 men), 234 junior-high
students, and 301 parents participated in the study using focus groups, interviews, and
surveys. An examination of the perceptions of different educational stakeholders
provided statistical insight into the different responses toward parent involvement
regarding student achievement. This research also suggested the importance of
communication between students, parents, and teachers. DePlanty et al. (2007) found a
“significant difference in the ways that parents perceived their behaviors and the manner
in which teachers and students imagined parents’ behaviors” (p. 367). Data for survey
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results revealed that teachers and students have a higher expectation for involvement than
do parents. Increasing parental knowledge of student growth through home-school
communication facilitates change. According to Weiss and Correa (1996), one of the
challenges for rural environments included teaching parental skills and knowledge
regarding child development. Weiss and Correa (1996) suggested a goal of encouraging
parents to become involved to the extent of producing change in student achievement.
Teacher perceptions. Teachers’ perceptions concerning student-led conferences
indicate positive effects on student achievement and recognize the shift in accountability
(Brandt, 2003; Brodie, 2014; Buchino, 2011). While teachers originally may feel
reluctant to relinquish their leading role in the conference, student-led conferencing
outcomes support an acceptance of this shift in responsibility (Brodie, 2014; Buchino,
2011). Brandt (2003) attempted student-led conferences in the classroom setting but was
frequently approached by parents requesting a parent/teacher conference without the
student to get honest feedback from the teacher apart from the student’s involvement.
This view led the teacher to create a format of conferencing separately with many
stakeholders in the form of questionnaires, one-to-one conferencing with students,
surveys, and evaluations. Feedback from the study indicated positive responses to the
parent/teacher conversations, the stakeholders’ action plan, and the student selfassessment. While Brandt’s (2003) study questioned replacing traditional conferences
with student-led conferencing, it lacked the wide-scale samples and methodologies of
other studies (Bailey & Guskey, 2001; Brodie, 2014; Conderman, Ikan, & Hatcher, 2000;
Gregory et al., 2011; Hackmann, 1995).
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Kruse (1999) used surveys from a random sample of 187 parents and 35 teachers
involved in student-led conferences. A 5-point Likert-type scale measured attitudes
comparing student-led conferences to traditional parent/teacher conferences. An analysis
of mean data and rankings supported the belief that student-led conferences improved
home-school communications, provided data for academic progress, and increased better
student accountability (p < .05) from a teacher’s perspective. Parents indicated a belief
that traditional parent/teacher conferences provided more insight into student’s behavior.
When questioned about the continuation of student-led conferences, parents and teachers
were in agreement to continue this format with respective mean scores of 3.52 and 4.00,
on a 5-point Likert scale.
W.K. Hoy et al. (2006) focused on a random sample of teachers in 96 high
schools to determine whether academic optimism had a significant impact on student
achievement after controlling for demographic variables and previous achievement.
While researchers study the various influences on student achievement, “the quest has
turned to identifying school characteristics that make a difference in achievement” (W.K.
Hoy et al., 2006). The following three organizational properties impacting achievement
identified by W.K. Hoy et al. (2006) include academic emphasis of school, collective
efficacy of faculty, and trust in parents and students. In this study, the intent to show that
academic optimism is a general latent concept related to student achievement resulted in
confirmation of a predicted relationship between academic optimism and achievement
(.27) when using a structural-equation model for reading, social studies, and writing
achievement.
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Bryk and Schneider (2003) supported perceptions of trust as liberating factors for
teachers allowing them to innovate and implement new practices without fear of
confrontation if outcomes did not meet expectations. Trust also encouraged cooperation
and support between parents and teachers. Trust between teachers and students in
elementary schools operated primarily through teacher-parent trust (Bryk & Schneider,
2003). Hoy and Tschannen-Moran (2003) defined teacher trust as a willingness to be
vulnerable to another party based on the confidence in benevolent, reliable, competent,
honest, and open characteristics in the other party. “When students, teachers, and parents
have common learning goals, trust and cooperation are likely ingredients that improve
teaching and learning” (Hoy et al., 2006). Collaborations to support student achievement
may be developed through school programs which involve all educational stakeholders in
the sharing and communication of student progress. Teachers’ perceptions of levels of
confidence in parent involvement influence educational decision-making. “When the
faculty trusts parents, teachers can insist on higher academic standards with confidence
that they will not be undermined by parents, and high academic standards in turn
reinforce faculty trust” (Hoy et. al., 2006).
Rural Perspective
Johnson, Showalter, and Klein (2014) report that more than one-half of all
students qualifying for free/reduced lunch in the United States are in 16 states, one of
which is Tennessee. Of these students, 9.7 million are enrolled in rural school districts
and more than 2 out of 5 live in poverty (Johnson et al., 2014). Though the context of
rural environments involves areas of strength, according to Johnson et al. (2014), there
are also many challenges for school districts. Parental involvement and participation
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support the strengths of rural districts including “increased student achievement and
academic performance, stronger self-regulatory skills, fewer discipline problems, better
study habits, more positive attitudes toward school, improved homework habits and work
orientation, and higher educational aspirations” (Semke & Sheridan, 2012, p. 23). Rural
schools also tend to demonstrate low teacher-student ratio, higher graduation rates, higher
parent involvement, and strong community support (Semke & Sheridan, 2012). However,
some of the challenges include low per-capita income, higher per-pupil cost, higher
poverty rates, population decline, hard-to-staff positions with high teacher turnover, high
percentage of inexperienced or poorly educated parents, single-parent homes, geographic
isolation, mobility, and resistance to innovation (Chalker, 2002; King, 2012; Semke &
Sheridan, 2012). According to the United States Census Bureau (2010), there are 41.7%
single-parent households in the southern region of the United States. This represents the
largest percentage of single-parent households in the entire United States. Mobility of
family units in rural areas may influence school dropout rates. In a landmark study,
Coleman (1988) discussed the impact of social capital outside of the family unit. As
families change locations and schools over time, the dropout rate increases. “Translating
this into an effect on dropping out gives 11.8% as the dropout rate if the family has not
moved, 16.7% if it has moved once, and 23.1% if it has moved twice” (p. 20). School
transitions become contributory to dropout rates (Coleman, 1988). According to Henry
(1990), “perceived parental investment and greater perceived parental investment is
associated with a higher expectation to graduate from high school” (p. 1173). Low
graduation rates are not unique to urban environments. While rural schools have a higher
graduation rate (73% compared to 59%), graduation rates for minorities are similar—
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54% for rural Blacks (Henry, 2011). More than 20% of the nation’s 2,000 poorestperforming high schools are located in rural areas (Alliance for Excellent Education,
2010). Since 3.4 million American students currently attend rural high schools, the
challenges of improving graduation rates are not geographically isolated to urban areas.
Semke and Sheridan (2012) acknowledged the discrepancy in research for a clear
definition of rural. Weiss and Correa (1996) chose their sample from rural counties not
lying within a metropolitan statistical area as identified by the U.S. Office of Budget and
Management’s definition of metropolitan statistical areas. In Semke and Sheridan’s
(2012) review of research classified as rural, 18 studies met the criteria for an analysis of
family-school connections in rural areas. “Definitions of rural communities, towns, and
counties range from research-developed definitions to classifications suggested by the
National Center for Education Statistics (NCES), the U.S. Department of Agriculture
(USDA), or the U.S. Census Bureau” (Semke & Sheridan, 2012). Regarding the review
of rural research from Semke and Sheridan (2012), 83% of the 18 reviewed studies were
classified as rural context only. These studies were conducted within a rural context but
not intended to specifically study the rural influence on parental involvement. Three
(17%) of the reviewed articles were considered to be rural specific by examining the
effect of the place of residence on parental involvement (Semke & Sheridan, 2012).
Semke and Sheridan (2012) identified factors that are important in fostering and
realizing the benefits of rural family-school partnerships, such as school climate,
commitment to families, parental self-efficacy, and role construction.
Rural schools are uniquely teacher-dependent (Preston, Jakubiec, & Kooymans,
2003). They require multiple things from the educators who work in these environments,
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and those obligations differ from what might be required in urban settings. The
challenges of meeting the needs of rural families may stretch the limits of human and
fiscal resources causing leaders to “view parents, community interest, and/or community
values as a barrier to improving student academic achievement” (Preston et al., 2003, p.
3).With fewer funding options than urban schools, rural communities struggle to provide
quality professional development, instructional support, and programs for linking parents
and educators (Henderson, Mapp, Johnson, & Davies, 2007). As districts search to find
innovative ways to circumvent rural barriers, such as time, distance, and resources,
schools can begin to build strong parent/school relationships (Jeynes, 2003; McBride et
al., 2002; Powell, Higgins, Aram, & Freed, 2009; Preston et al., 2003).
Acknowledging the challenges of families represented in a rural elementary
school setting gives districts the opportunity to face these challenges with positive
strategies (Powell et al., 2009; Weiss & Correa, 1996). A decline in parental involvement
at school is reported by DePlanty et al. (2007) as children grow older. DePlanty et al.
(2007) reported the perception that parents are seeking to support the independence of
adolescents by decreasing the parents’ level of involvement at school. Weiss and Correa
(1996) reported from a panel of school administrators and teachers in rural Florida
demonstrating barriers confronting early interventionists, such as isolation, poverty, lack
of parental involvement, professional staff, and educational programs and funding. Weiss
and Correa (1996) also identified rural ecology and family conditions as barriers in rural
areas. The DELPHI technique explores the impact of rural environments on early
childhood education. Results indicated the greatest challenges to be parental child-care
skills and knowledge (88%, M = 3.38) and the stability of the family environment (83%,
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M = 3.29). The panel also noted limited qualified staffing and limited funding for
teachers and facilities (Weiss & Correa, 1996).
The general population of teachers in the United States continues to be
predominantly European American, which is especially true in rural areas (Shim, 2013).
The changing educational landscape renders a diverse student population demanding
equity and attention. “Teachers need to learn to value the knowledge of parents and
recognize the contributions that they can make to the children’s success in school”
(Shim, 2013, p. 7). This is especially important with English-Language Learners (ELL).
Shim (2013) suggests efforts in “facilitating ELL parent-teacher communication that are
open and collaborative which in turn will benefit ELL students’ educational, social, and
emotional growth in rural areas” (p. 7).
Research has examined problems and issues with the current parent-teacher
conference practices along with the barriers of rural environments and suggests a shift to
greater student involvement in formative assessment in the form of student-led
conferences (Gregory et al., 2011; Stiggins, 2001). School districts address the existent
barriers to the practice of student-led conferences in a rural setting in an effort to focus on
academic advantages. Including students in student-led conferences offers potential to
impact student achievement, improve parent involvement, and build support from
education stakeholders (Haar, 2007; T. Keith, Keith, Quirk, Coehen-Rosenthal, &
Franzese, 1996; McBride et al., 2002; Preston et al., 2003; Semke & Sheridan, 2012).
The applications of educational programs may not be unique to specific
populations or locations. However, formative and summative practices could be
especially effective in rural environments where challenges of parental involvement and

20

home-school communications are limited, thereby, supporting the importance of further
research in rural schools. Building collaborative bonds between parents, students, and
teachers strengthens rural school connections among educational stakeholders (Weiss &
Correa, 1996).
Assessment
Achievement. Impacting student achievement continues to be an important goal
of academic research. In a competitive global job market, developing strong academic
skills enhances the potential for brighter futures for our students (Chihak & Castel, 2011;
De La Paz & Graham, 2002). Implementing classroom assessment strategies focused on
the formative aspects for increasing achievement is supported in reputable literature.
Black and Wiliam (1998) provided a lengthy review of evidentiary support of raising
standards through the use of appropriate assessment. Their summary was based on 250
sources from the journal Assessment in Education along with comments from leading
education experts around the world. Assessment activities of teachers are used to provide
information for feedback to modify teaching and learning. These assessments are used to
adjust teaching to meet student needs and increase student achievement.
The research examined by Black and Wiliam (1998) compared the improvements
in test scores of students involved in an innovation to strengthen the practice of formative
assessment to the typical group of students in order to determine effect sizes. The effect
sizes between 0.4 and 0.7 were larger than gains usually reported. The following three
key issues emerged at the center of assessment difficulties: effective learning, negative
impact, and the managerial role of assessment. In these studies, low-achieving students
and students with disabilities demonstrated greater gains than typical students.
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The implications for the support of formative assessment raising achievement
levels of students would influence instructional choices and assessment analysis. Good
quality feedback gives students strong objective goals (Chappius, 2012; Clark, 2012).
While many positive achievement goals may be obtained, assessment information may
negatively impact students, the ultimate users of assessment information (Black &
Wiliam, 1998). Focusing on grades and other comparative qualities could discourage
student learning, but encouraging students with a supportive classroom culture fosters
their success (Black & Wiliam, 1998).
Formative. Early proponents of formative assessment suggest that the
information about learning obtained from the process of formative assessment must affect
change in some way (Bloom, 1984). By involving students in the assessment process and
encouraging parental involvement, the students’ investment in the learning progression
stimulates greater potential for affecting positive change. According to Stiggins (2001),
the wealth of formative assessment research has not been translated to teaching practices.
“Although researchers have started using the term formative assessment more regularly
within the last decade, this progress does not necessarily reflect how uniformly the
concept is applied in classrooms” (Kingston & Nash, 2011). Frey and Schmitt (2007)
indicated that articles and textbooks addressing classroom assessment incorporate a broad
and inconsistent use of the term formative assessment. While the use of the term
formative assessment may vary, the level of formative assessment aptitude developed by
teachers through quality professional development influences their instructional practices
(Volante & Beckett, 2011). If formative assessment strategies are not implemented with
fidelity, their impact on student achievement is unpredictable (Furtak et al., 2008).
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Phelan, Choi, Vendlinski, Baker, and Herman (2011) found that “teachers’ pedagogical
content knowledge and subject matter knowledge pose a challenge when it comes to
executing a formative assessment plan”. As teachers develop skills relative to studentinvolved formative assessment, the ease with which they facilitate student-led
conferences improves (Stiggins, 2008). Creating awareness of the formative learning
potential, providing professional development in formative assessment, attempting to
alleviate barriers to practice, informing parents, and motivating students to produce
quality work clears the path toward successful student-led conferences and potential
student achievement growth. Militto, Schweid, and Sireci (2010) described findings
suggesting an important consideration in implementing a formative assessment system.
Matching the right system to its intended use suggests a positive impact on teacher
implementation and student outcomes.
As teachers react to students in formative events throughout the course of the day,
students build a platform to support learning. M. Heritage and Heritage (2013) examined
the interactional practices that constitute formative assessment along with the observable
classroom routines and organization that support the interactional practices. By these
practices, researchers gain insights into the details of formative assessment. A fifth-grade
writing class in downtown Los Angeles participated in research consisting of two hours
of videotaped lessons which were collected, transcribed, and analyzed. Over 50% of the
students were English-Language Learners (ELL) students, and all students’ home
language was Spanish. Research observation details from two students are included.
Teacher reflections, conversation analysis, and qualitative methods were employed to
examine a matrix of action, meaning-making, and understanding within interaction.
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While this analysis form could be developed into a quantitative coding scheme, it would
require more questioning data than currently available in this study. Using sound
pedagogical practices, the teacher engaged the students in higher-order writing skills by
building on their individual levels through appropriate questioning, scaffolding, and
collaboration as they created writing samples about environmental topics. M. Heritage
and Heritage (2013) followed two students as they progressed at different rates with
differing obstacles. The teacher addressed each student with skill and respect, helping
them to arrive at learning goals based on need and proximal zone of development
(Vygotsky, 1978). According to Vygotsky (1978), the proximal zone of development
refers to the student’s potential learning level having considered the present and past
understandings gathered by the student and identified by the teacher. This data provides
the teacher with information for learning growth. The routine nature of the studentteacher conferences and the expectation of a resulting action to demonstrate learning are
essential elements of formative assessment. The teacher’s ability to quickly form
appropriate responses can impact the student’s learning progress. Teachers react to
student responses in the following three ways: by advancing student thinking, moving
backward to build structure, and moving on as they demonstrate understanding (Heritage,
M. & Heritage, 2013).
Kingston and Nash (2011) conducted a formative assessment meta-analysis
resulting in a call for research. This research examined the average effect size of
formative assessment on educational achievement. Out of the 300 studies considered for
this research, only 13 of the studies qualified for this meta-analysis by meeting the
criteria. The five criteria included interventions described as formative or assessment for
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learning, participants from a K-12 setting, use of a control or comparison group design,
appropriate statistics to calculate an effect size, and the publication date of 1988 to 2003.
The final sample consisted of 13 studies with 42 independent effect sizes. Of the 42 effect
sizes, 19 were from math formative assessment; 12 from reading, language arts, or
writing; 10 from science, and one from music. The number of participants and their
corresponding grade levels included the following: two from K-4, 16 from 5-7, 16 from
8-9, and 8 from 10-12. A total of 42 independent effect sizes were available for analysis.
Kingston and Nash (2011) used a random effects meta-analysis approach with a weighted
mean effect size of .20 and a median of observed effect sizes of .25. Using K-12
classrooms as independent variables and student achievement as dependent variables, the
results of studies that assessed the impact of using formative assessment help identify
effective formative assessment strategies.
Formative assessment appears in many different forms. These include studentreflection activities, detailed student feedback, assessment conversations, and curriculumembedded assessment (Kingston & Nash, 2011). In order to allow moderator analyses to
determine statistically significant sources of nonchance variation, study features were
coded on the following five dimensions: sample descriptors, research design, nature of
treatment, dependent measure descriptors, and effect size data. Each of the 42 effect sizes
was categorized into one of the following five predefined treatment types: professional
development, curriculum-embedded assessment systems, use of computer-based
formative assessment systems, use of students’ feedback, and other types of formative
assessments (such as classroom assessments, student reflections, and assessment
conversations). For each study, an effect size was calculated to quantify the magnitude of
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the relationship between the independent variable (use of formative assessment
strategies) and the dependent variable (student achievement as measured by a subjectspecific achievement test). The achievement measurement tool was required to match the
type of formative assessment strategies employed during the instruction. The effect sizes
were defined as the difference between the highest performing group receiving any form
of formative assessment and the lowest performing group. Each study was read, coded,
and rated by three independent raters. A weighted mean-effect size across all studies and
the associated 95% confidence interval for the mean-effect size was calculated for the
student-achievement outcome variable. Moderator analyses were performed to determine
if the source of nonchance variation could be identified. Content area appears to explain
most of the nonchance variance. A test of heterogeneity of effect sizes was calculated
using a fixed-effects method. The effect sizes varied in magnitude, and all but seven were
positive. The effects of two of the three moderator variables (content area, grade level,
and treatment type) were significant; however, given the relatively small number of effect
sizes upon which this moderator analysis is based and the large number of potential
moderator variables for which analysis was not possible, caution is urged in interpreting
these results. “A primary finding was that feedback interventions were more positive
when the task was familiar or was cognitively less complex. Perhaps English/Language
Arts (ELA) tasks, especially reading tasks, are more familiar to students and less
cognitively complex than math or science tasks, which may help explain why this content
area produced the largest mean-effect size” (Kingston & Nash, 2011, p. 33). The median
of the observed effect sizes was .25; mean-effect t size was .28. Both of these are
significantly lower than previous estimates and usually considered small effect sizes.
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Results indicate formative assessment can be a significant and readily achievable source
of improved student learning (Kingston & Nash, 2011).
Formative - Portfolios. Student autonomy in the selection and collection of their
work samples contributes to self-advocacy, self-reflection, and self-evaluation of their
learning progression. As students build capacity to produce quality work samples, their
collections represent a robust exposition piece to share with educational stakeholders.
Portfolios may be formed with data notebooks, electronic portfolios, or other traditional
or nontraditional formats. Chatel (2003) describes a portfolio as a “systematic collection
of a variety of student products or artifacts, collected over time, that reflect a student’s
development and progress made in one or more areas” (p.2). A portfolio approach builds
on a strong collaborative attitude for developing well-rounded student achievement. This
approach begins with building leadership and capacity that draws from the strengths of
all active stakeholders for the purpose of shoring up all available resources. Add to that
component an effort toward building collaborative teams and using data in depth. “Data
teams build a foundation for a strong collaborative culture in the early tasks by anchoring
the data team’s work in shared values, vision, and a goal of creating a high-performing,
data-using school culture” (Love, Stiles, Mundry, & DiRanna, 2008, p. 25). This culture
is important for building equity and trust leading to instructional improvement. This
process builds a bridge between one shore, data, and the other shore, results, linking the
aspects that are available to schools in multiple forms of data along with the desired
outcomes of student growth in achievement. The collaborative efforts of teachers and
students in creating and developing a work-sample portfolio offer time and opportunity
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for reflection, self-evaluation, and insight into learning (Buchino, 2011; Hackmann,
Kenworthy, & Nibbelink, 1998).
With the introduction of technology in classrooms, e-portfolios become one
option for collecting student data. These portfolios provide capabilities to share text,
media, video, graphics, and sound as a part of the student collection. Student engagement
with the technology helps create interest in setting goals, self-assessing, and accepting
academic accountability. Portfolios, representative of authentic assessments, “allow all
learners to demonstrate competencies but in accordance with their own learner
characteristics” (Duffy & McDonald, 2015, p. 53). Web-based platforms for creating eportfolios give students an alternative to paper portfolios.
Bayez (2013) developed and managed an e-portfolio design model with a small
sample of seventh-grade students to be used as an alternative to a paper-based portfolio.
The paper-based method had “become outdated in this digital age” (Bayez, 2013, p. 1).
The goal of the Bayez (2013) study was the development of a design module to train
students in creating an electronic portfolio using the Weebly (http://www.weebly.com/)
web tool. The students used Weebly, a specific website provider, which was considered
to be user friendly and password protected. The students used their electronic portfolios
to present work during a student-led conference. To determine the effectiveness of the
design module, pre- and post-data were collected with surveys using a Likert scale along
with open-ended responses. Half of the participants in the study indicated no knowledge
of creating a website before the implementation of this module. Eleven of the 12
participants created e-portfolios, eight of which were created exactly as instructed.
Feedback from the participants indicated several considerations for future
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implementation. A site expert for technologically challenged teachers was suggested
along with a request for instructions for uploading files to the site. The e-portfolio has the
potential to grow with the student from year to year (Bayez, 2013). The maintenance of
and additions to the e-portfolio require less time than the initial implementation.
Formative - Self-assessment. Students have the capacity to self-assess work
products, self-manage assessment data, and lead discussions with others about their
academic progress. “Students who believe that they are capable learners are ready to
assess their own work, identify their current strengths and weaknesses and be productive
and persistent in planning the next steps they need to take to make improvements” (Clark,
2012, p. 236). Building a portfolio of supporting artifacts representing strengths and
weaknesses includes self-assessing practices. Approaches to data through collaborative
inquiry build a foundation for student involvement in assessment (Love, 2009; Love et
al., 2008). “Collaborative inquiry is the bridge that enables schools to connect the
increasing amount of school data available to improve student learning” (Love, 2009).
This approach to using data focuses on the benefits and opportunities of all educational
stakeholders working in tandem to improve student achievement. Establishing
collaborative inquiry builds a bridge on the following tenets: “distribute leadership and
capacity, build collaborative teams, use data frequently and in depth, focus on
instructional improvement, nurture a collaborative culture based on commitment to
equity and trust” (Love, 2009).
“In many schools, teachers define the standards according to their own level of
expectation, and those expectations vary radically from one classroom to the next”
(Bambrick-Santoyo, 2010). Assessments aligned with standards coupled with rigorous
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instruction guided by assessment expectations create the optimal conditions for
facilitating student achievement. A high-quality assessment does not ensure student
learning. Even an assessment analysis alone falls short of providing complete data
information. Teachers compare test items to assessment results in an effort to identify
student misconceptions which are hindering their academic progress; then teachers
address these deficiencies intensively to prepare students to move to their next level of
learning. This type of formative instruction provides a clear purpose for instruction. “The
seamless coherence among assessments, analysis, and action creates the ideal classroom
environment for significant gains in student learning” (Bambrick-Santoyo, 2010, p. 45).
Formative - Feedback. Instructional feedback for students provides guidance
toward high-quality work products. Hattie and Timperley (2007) presented evidence
related to the impact of quality feedback on student learning. By examining various metaanalysis formative-assessment research, the authors concluded that feedback can be a
powerful tool. The article identified the conditions that maximize the positive effects on
learning. A model of feedback was proposed as a framework to understand the
differences in the impact of various formative measures.
Effective feedback must answer these three major questions asked
by a teacher and/or by a student: (1) Where am I going? (What are
the goals?), (2) How am I going? (What progress is being made
toward the goal?), and (3) Where to next? (What activities need to
be undertaken to make better progress?). (Hattie & Timperley,
2007, p. 86)
Feedback should be offered to students at the appropriate levels of performance,
understanding, metacognitive process, and self or personal characteristics (Hattie &
Timperley, 2007).
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Hattie and Timperley (2007) present four levels of feedback. First, the feedback
relates to a task or product. Second, feedback can be directed at the process used. Third,
feedback to students can be focused at the self-regulation level, encouraging selfevaluation and confidence to engage on a task. Fourth, feedback can be personal and
internally directed. The effects of feedback could be influenced by the timing of the
feedback. Desired results may flow from positive or negative feedback. Positive feedback
has been shown to be effective in reaching goals that are self-determined; whereas,
negative feedback is effective in reaching goals that are not self-determined, but rather
imposed. The choice to deliver positive or negative feedback depends on the level of
understanding at which the feedback is aimed.
The optimal classroom use of feedback and the role of assessment in feedback are
also addressed by Hattie and Timperley (2007) as commonly debated issues about
feedback. As students become engaged in the formative process, feedback becomes a
catalyst influencing student achievement. Teachers’ attitudes toward providing
appropriate feedback and helping students take responsibility for the learning are
important to student-involved formative assessment. As students collaborate in the
creation of assessment rubrics, discussed in more detail below, diligently record their
assessment data, and conduct student-led conferences about their learning products, they
are responding to academic feedback. The absence of devising activities and questions
that provide feedback about the effectiveness of instruction denies students the
opportunity to affect their learning.
Formative feedback provides stakeholders with evidence of the current learning
status, thereby also providing future goals for consideration. Clark (2012) affirmed the
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extensive conceptual area that is the theory of formative assessment and identified how
the goals of formative feedback operate to reveal complex learning processes, thereby,
reinforcing self-regulated strategies which support learning, improve outcomes, and
perpetuate the drive for developing lifelong learners. Clark’s (2012) research reported
199 sources on assessment, learning, and motivation collected from the ERIC
(http://eric.ed.gov/) and PsychInfo (http://www.apa.org/pubs/databases/index.aspx)
databases between 1975 and 2011. The sources presented a detailed exposition of the
values, theories, and goals of formative assessment. Clark (2012) chose studies for their
potential to contribute to a comprehensive theory for self-regulated learning. Clark (2012)
proposed that the theory and practice of formative assessment combines cognition, social,
and cultural theories which guide instructional methods and drive self-regulated strategies
and lifelong learning competencies among learners. Research consistently finds that the
self-regulation of cognitive and affective states supports the drive for lifelong learning by
enhancing the motivation and disposition to learn, enriching reasoning, refining
metacognitive skills, and improving performance outcomes including the assumption that
student motivation may be affected by student-involvement in the formative process.
Formative - Rubrics. The use of rubrics for self-regulated learning offers
evaluative criteria for assessing student progress as goals are set and attainment is
documented (Popham, 2010). Andrade and Du (2005) addressed results from a subset of
data garnered from a study of undergraduate students’ responses to criterion-referenced
self-assessment. Fourteen students participated in topical interviews in focus groups.
Each student completed an educational-psychology course prior to the study. Focus
groups were used because of their preferred format conducive to sharing in a
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nonthreatening environment. Consensual-qualitative research was used in this study. The
analysis involved the following five main steps: developing and coding domains or topic
areas, constructing core ideas across cases from the coded data, examining the data for
confirmatory and disconfirmatory evidence, charting the results, and writing a narrative
summary.
The results from student comments were positive. When asked to identify the
most common purpose of rubrics, the students reported that the rubrics communicated
expectations to students. The students identified most commonly the purpose of rubrics
as communicating expectations to students. It was indicated that rubrics also helped
identify strengths and weaknesses in student work. Students discussed their use of rubrics
to plan production, check their work in progress, and reflect on feedback. Some perceived
positive outcomes of using rubrics included better and fair grades, improvements in the
quality of their work, and less anxiety about assignments.
Some misconceptions addressed by Andrade and Du (2005) were ones that
included the notion that it is not necessary to read an entire rubric and the belief that a
rubric represents a recipe or map to help students give a particular teacher what he or she
wants. The authors indicated that further research was warranted on students’ conceptions
of and misconceptions about assessment and approaches to rubric use. Research on
students’ actual use and reported use of rubrics would further inform about how this
assessment process affects learning.
Andrade, Du, and Wang (2008) explored the main effect of reading a model
paper, generating criteria, and rubric-referenced self-assessment on scores assigned to
students’ writing. Their research included the influence of gender, previous achievement
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in English/Language Arts, amount of time spent on writing an assignment in class, and/or
prior exposure to rubrics. The study included a convenience sample of 116 volunteer
participants from seven public elementary schools’ third- and fourth- grade classrooms in
the northeastern United States. Three classes included third-grade (N = 46) students and 4
classes included fourth-grade (N = 70) students. There were 4 classes in the treatment
group and 3 in the comparison group, with both grades represented in each study group.
Students were engaged in prewriting, writing first drafts, receiving feedback from the
classroom teacher, and writing final drafts. Students in 6 of the classes wrote persuasive
essays and students in 1 of the classes wrote stories about their families. The treatment
groups read a model story or essay, received a written rubric, and used the rubric to selfassess their first drafts.
Andrade et al. (2008) indicated support for a positive outcome for the quality of
the writing based on the use of model papers and a rubric to self-assess first drafts. The
study analyzed data based on time spent on writing, prior rubric use, school types,
gender, and individual writing criteria. Research results also counter recent critiques that
rubrics promote weak writing by focusing attention on only the most quantifiable and
least important qualities of assignments. The results showing that rubric-referenced selfassessment was associated with higher scores on qualities like ideas and content which
are significant and meaningful aspects of writing. Some limitations were discussed, such
as short treatment time, lack of random assignment to treatment group, varying teaching
styles, and the difference in writing assignments.
Rubrics may be a helpful tool for teachers to coordinate and manage group work.
Creating rubrics to define expectations and set criteria for exemplary work products,
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provided students with a strong tool for self-monitoring and self-assessment (Brookhart,
2013). Students had guiding evidence for peer collaboration and potential to improve
individual academic achievement (Andre et al., 2008). Andre and Du (2005) found that
students “used rubrics to informally self-assess and revise their works in progress, and to
reflect on or guide feedback from peers” (p. 6).
Formative - Questioning. By examining the importance of effective higher-order

questioning as it relates to formative assessment, educators have access to change
elements which affect student achievement. Questioning and effective feedback place
learning in the hands of students instead of teachers (Hattie & Timperley, 2007).
Teachers may inadvertently discourage or impede student progress during questioning
dialogue by leading students to specific answers instead of allowing students to take the
lead in their own learning. Good quality academic feedback in the form of strategically
placed questions gives students strong objective goals. Research impacts teacher
development, and it is included as one of the aspects of a four-point scheme for teacher
development along with learning for development, dissemination, and reducing obstacles.
As teachers develop research-based questioning skills, formative feedback provides
assessment information. Assessment information may impact students in a positive or a
negative way. Focusing on grades and other comparative quantities discourages student
learning. On the other hand, encouraging students with a supportive classroom culture
fosters success (Hattie & Timperley, 2007).
Teachers frequently use questioning as a form of formative-assessment dialogue
to gauge student learning. Ruiz-Primo (2011) conducted a mixed study with reported
quantitative data from five previously conducted research studies providing evidence
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from interaction patterns and assessment conversations that address questions about
formative-assessment dialogue and teacher-student interaction. The study presented
research-based pedagogical content that supports formative assessment from multiple
sources. The studies used regressive analysis and hierarchical linear modeling to yield
results indicating a positive impact on student achievement in correlation to a high level
of response to questioning. In contrast, a negative effect on achievement resulted from
student disengagement. Growth occurred in high- and low-level achievers. Post-test
scores indicated a higher performance when teachers engaged students with a consistent
use of the ESRU model (Elicits, Student, Response, Uses) – the teacher elicits
information, the student responds, the teacher recognizes the response, and the teacher
uses the response to launch instruction. In all of the studies discussed by Ruiz-Primo
(2011), the nature of the questions, whether generated from the teacher or the students,
played an important role in the analysis. When evidence of student thinking is
conceptualized, assessment decisions form.
Teacher familiarity with formative-assessment strategies including questioning
was addressed by Volante and Beckett (2011) through a mixture of purposeful and
convenience sampling from two school districts in southern Ontario, Canada. Teacher
interviews were conducted and analyzed following a constant-comparison approach
aligned with a recursive-analysis approach. Codes were assigned and merged to create
core themes. Research was validated by cross-checking codes across the lead researchers’
data. Results were indicated in terms of questioning, feedback without grades, selfassessment, peer assessment, formative use of summative assessment, and professional
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development. This study found that tracking student progress was effectively achieved
with the appropriate use of questioning.
Effective questioning opens the door for educational change in students while
encouraging critical thinking skills (Snyder & Snyder, 2008). In a study conducted in
Singapore (2006), Chin provided an analytical framework that represents classroom talk
and questioning in science. How do teachers use questioning to engage their students in
thinking about conceptual content that enables the construction of knowledge? What are
the various forms of feedback provided by teachers in the follow-up move of the
initiation-response-follow-up format of teaching exchange? The study involved two
teachers from a larger study of six science teachers from four schools. Effective
questioning which aids in the acquisition of information about students’ thinking and
promotes group dialogue has been acknowledged to be a powerful component of
formative assessment. Teachers were selected with purposeful sampling due to high
quality questioning and feedback practices. Participants included average class sizes of
40 students who were generally motivated, on-task, and average or above-average in
ability. Teacher observations consisted of 14 science lessons presented with direct
instruction, guided discussion, and hands-on practical activities. Lessons were video- and
audio-taped with an audio-recorder attached to the teacher and a video camera in the back
of the classroom. Audio files were transcribed, and video clips were observed for
interpretive note-taking. Verbal data for the transcripts provided the primary source of
data. The transcripts were analyzed with a focus on teacher-student interactions and
questioning. These criteria were used to analyze the following data: scientific content of
the talk, type of utterance, type of thinking associated with students’ responses, and
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interaction patterns. The unit of analysis was the IRF (initiation, response, follow-up or
feedback—the F-move) exchange. This three-part exchange structure known as “triadic
dialogue” was coded using six cognitive categories: recall, hypothesizing, predicting,
explaining, interpreting, and making conclusions. Responses were traced for influential
factors and then identified based on resulting consequences. Analysis focused on
systematically analyzing observable data. Four specific types of feedback were identified
in this study: affirmation-direct instruction, focusing and zooming, explicit correctiondirect instruction, and constructive challenge. The teacher moved through questioning by
encouraging students to form hypotheses, make predictions, brainstorm ideas, generate
explanations, make inferences and conclusions, and reflect on self-evaluation. Revoicing
and paraphrasing student responses, along with timely follow-up responses provided
support for cognitive connections. The four aspects of classroom discourse included the
following: content, type of utterance, thinking elicited, and interaction pattern. Chin
(2006) concluded that effective questioning which aids in the acquisition of information
about students’ thinking and promotes group dialogue constitutes powerful student
learning (Chin, 2006). Teachers’ use of the F-move included not only an evaluation thrust
but also a comment or question which moves students’ thinking forward.
Research has affirmed that the quality of intentional questioning and conversation
provides evidence of daily formative assessment between student and teacher and
impacts student learning (Chin, 2006; Volante & Beckett, 2011). Models of interaction
vary widely in the adaptive nature of responses and feedback. Tracking student progress
can be achieved with the appropriate use of questioning; however, with multiple
strategies of formative assessment to analyze, isolating the practices that are most
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common and most observable may be a challenge. Effective questioning in one-on-one
environments presents unique challenges, and this teaching strategy requires a high level
of objective reasoning skills for the purpose of guiding students in the development of
their thinking.
Formative – Feedback without grades. Formative feedback needs no evaluative
scoring attached when students are working in group activities. Brookhart (2013)
cautioned against using “group participation rubrics to grade content learning” (p. 8).
According to Volante and Beckett (2011), results indicated that high value was placed on
feedback without grades; however, teachers struggled with assisting students in the
consistent use of formative feedback. Hattie and Timperley (2007) contrasted the
prevalent view of assessment—assessing students’ levels of proficiency—with a
description of assessment that emphasizes students’ current status in relationship to
learning goals surrounding tasks, processes, regulation, engagement, and confidence.
“Teachers too often see assessment feedback as making statements about students, not
about their teaching” (Hattie & Timperley, 2007, p. 101). The assigning of grades as
feedback may work to dilute the benefits of the effective use of the feedback.
Formative – Peer assessment. Volante and Beckett (2011) indicated results that
supported self-assessment as a common theme, but teachers noted difficulties in
implementing peer assessment in the classroom. According to Frey and Fisher (2011),
peer feedback is commonly expressed in the following two ways: peer tutoring and peer
response. The accuracy of the peer-tutoring feedback plays a role in the effectiveness of
the feedback. Simmons (2003) explained types of feedback responses given by peers
including the following: global praise, personal response, text playback, sentence and
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word edits, reader’s needs, and writer’s strategies. Teachers explicitly taught the use of
these feedback strategies to prepare students for productive interactions. “When the
feedback is timely, specific, understandable, and actionable, students can use it” (Frey &
Fisher, 2011, p. 88).
Clark (2012) described the influence of peer interaction on self-regulatory
strategies. Self-efficacy is influenced by intrinsic characteristics, inherent components of
the task at-hand, and peer interaction. “It is consistent with both sociocultural theories
and social cognitive theories that when students are learning together effectively they are
being collaborative and therefore collectively efficacious” (Clark, 2012, p. 239).
Formative – Formative use of summative assessment. In a study designed to
study the familiarity of teachers with formative-assessment strategies, teachers used
results of summative standardized testing in isolation, a practice which contradicted
recommended formative practices from research literature (Volante & Beckett, 2011). If
the use of summative assessments provide information for students such as “how and
what they understand and misunderstand, finding directions and strategies that they must
take to improve, and seeking assistance to understand the goals of the learning”, the
summative assessments have fulfilled a formative purpose (Hattie & Timperley, 2007).
Wiliam (2011) stated that “because the same assessment can be used both formatively
and summatively, the terms formative and summative make much more sense as
descriptions of the function that assessment data serve, rather than of the assessments
themselves” (p. 39). Assessment use that informs instruction, guides next steps in
learning, and provides active information to students and teachers supports a relevant
description of formative assessment.
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Formative – Professional development. Teachers indicated dissatisfaction with
external professional development and indicated a preference for self-directed options for
professional development (Volante & Beckett, 2011). Furtak et al. (2008) indicated that
more time spent to provide instructional support for teachers may contribute to the
fidelity of use of formative assessment. Professional development for teachers may be
focused on learning styles, educational neuroscience, or content area knowledge;
however, according to Wiliam (2011), “we know that teachers make a difference, but we
know much less about what makes the difference in teachers” (p. 33). Therefore, focusing
on research-based strategies showing strong effect sizes for educational outcomes
provides guidance for professional development choices. Regarding Hattie’s (2012)
research involving more than 800 meta-analyses that address the influences on education,
formative evaluation is ranked fourth with an effect size of .90. Based on this evidence
school leaders have attempted to develop a “closer alignment of professional
development, more coaching and less telling, a shared responsibility for professional
development having an impact on students (and not only on teachers), and a renewed
urgency to create more debates about learning” (Hattie, 2012, p. 173).
Formative - Fidelity. Implementation fidelity of formative assessment practices
provides researchers with the necessary confidence in data results. Fidelity occurs when
the implementation aligns to the design of the practice. Various models of fidelity may be
employed by researchers. Furtak et al. (2008) offered research on one possible model for
examining fidelity of treatment implementation of an embedded formative assessment
design. The study focused on the following research questions: (1) Did the teachers
implement the critical characteristics of the embedded assessments as envisioned by the
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Assessment Development Team and as described in the FAST Teacher’s Guide to the
Reflective Lessons? and (2) Was implementation fidelity related to students’ learning?
(Stanford Education Association Laboratory, 2003). The study included information
about six experimental-group teachers and their classes, data collection, and analysis
procedures. The six teachers randomly assigned to the experimental group came from
varied backgrounds and represented diverse levels of experience. The curriculum was
implemented in sixth and seventh grades with class sizes ranging from 20 to 31 and a
variety of class period lengths. Classes were videotaped, pre- and post-tests were
administered, and data were coded to determine the intended treatment, the enacted
treatment, and the achieved treatment.
The results of this study identified a 0.71 correlation between the teachers’
enactment of formative assessment and student learning. The researchers concluded that
there is a need to develop embedded assessments that are easy to implement to support
learning. These assessments should gather students’ conceptions that demonstrate next
steps in closing the formative assessment. Ruiz-Primo (2011) described cycles of
interaction between students and teachers which may have multiple iterations before
closure occurs—dialogic interactions end. “Simply giving students the embedded
assessments in sequence may not be enough to help students learn; the quality of delivery
of the critical teaching strategies is an essential element in helping students learn” (Furtak
et al., 2008, p. 386). Furtak et al. (2008) elicited questions about the restrictive and timeconsuming aspects of formative assessment.
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Summative
Student-involved summative assessment encompasses a multi-faceted array of
strategies and practices including student-led conferences. Allowing students to take the
lead in the presentation of their own work samples enables ownership and responsibility
for quality products and may contribute to increased student achievement (Stiggins &
Chappuis, 2005). This aspect of student-involved assessment empowers the learner and
places assessment in the hands of the students (Black & Wiliam, 1998; Stiggins, 2001).
Despite an array of research supporting the positive influence of student-involved
assessment, the potential for improving student achievement by using student-led
conferences as an assessment tool is under-represented in current practice (Chappuis,
2012; Clark, 2008; Hattie, 2012; Heritage, 2013; Hollingsworth, 2012; Kingston & Nash,
2011; Volante and Beckett, 2011; Wiliam, 2006).
Student-led Conferences. Student-led conferences reinforce an atmosphere of
cooperation and support. Parents view first-hand the products of their children while the
culmination of formative assessment practices is demonstrated in a student-led
conference. Regarding preliminary surveys for student-led conferencing, Lambert (2015)
discovered that students gained confidence by practicing conferencing procedures and
offering implementation suggestions. With the rehearsed guidance of their children,
parents are made aware of the rigorous standards and high expectations set forth on
rubrics in addition to the value of formative assessment through academic feedback,
higher-order questioning, data notebooks, and the student-led conference. “Conferences
with students as participants are a natural extension of learning when students have
previously self-assessed and set goals. They provide the opportunity for students to
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reflect on and share what they know about themselves as learners” (Stiggins, Arter,
Chappuis, J. & Chappuis, S., 2006, p. 361).
Buchino (2011) implemented student-led conferences with seventh- and eighthgrade students to engage in self-evaluating strengths and challenges. The study
participants included 30 eighth-grade students, four content-area teachers (math, science,
history, and language arts), an art teacher, and a physical education teacher. An online
questionnaire with a holistic rating scale of one to five was sent to parents, students, and
teachers consisting of 10 statements for students, 8 statements for parents, and 5
statements for teachers with a rating scale of one to five. The procedures for the study
included placing the students in teams, coaching the students with practice and roleplaying, and providing a packet of information with a sample script. Conferences were
scheduled during the regular parent-conference time in the fall with optional parentteacher conferences available to address particular issues. Requests for extra conference
time with the teacher were expected but did not occur. Results from the questionnaires
indicated that parents preferred the student-led conference to the traditional conference,
and students took responsibility for their learning. Teachers felt prepared for the
conferences and observed students taking ownership of their learning. Student-led
conferences were also implemented in the spring with the inclusion of seventh-grade, as
well as eighth-grade students.
By including students in the conferencing format, bonds are strengthened between
home and school. Conderman et al. (2000) discussed three important reasons for the
implementation of student-led conferences in inclusion settings involving students with
disabilities who receive instruction guided by an instructional education plan. Traditional
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conferences exclude special-needs students, focus mainly on the teacher’s perspective of
progress and goals, and usually communicate only norm-referenced assessment results.
On the other hand, student-led conferences offer work-sample portfolios that showcase
the student’s skills in modified applications of the curricular objectives. This format
strengthens family-school communications and offers more insights into the student’s
learning processes. The study school used the following six steps in their approach:
inform, education-model-teach, set goals, practice, implement, and evaluate. Results from
self-evaluation questionnaires from students, open-ended questionnaires from students
and parents, and discussions with students, parents, and teachers revealed positive results
supporting student-led conferences. More than 90% of parents were pleased with the
student-led conferences and the requests for a one-on-one conference with the teacher
were minimal. Attendance at conferences rose from 35% to 93%, demonstrating a 58%
increase.
According to Hiatt-Michael (2001), parent participation in traditional parentteacher conferences diminished as students got older. This decline in parent participation
discouraged student ownership of academic proficiency. However, according to
subsequent findings regarding student-led conferences, Tuinstra and Hiatt-Michael
(2004) examined the development and effect of student-led conferencing at four middle
schools across four states and reported that parent participation increased significantly to
a minimum of 92% participation at all four schools. Over 95% of the parents indicated
feelings of pride toward their child for leading a conference. Parent responses indicated
that 84% to 99% chose to continue with student-led conferencing and 73% to 95%
indicated improved academic success since participating in student-led conferencing.
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Participants included all administrators, 30 teachers, and 524 middle-school students and
their parents. The methods included surveys, interviews, and observations. A positive
effect was observed, and a 10-step process to implement student-led conferences was
suggested. The suggestions included reading the informational literature about studentled conferencing, visiting schools already using student-led conferencing, consulting an
educational expert in student-led conferencing, and teaching students to be responsible
for their learning by setting goals and evaluating their work. “Based on literature and this
study, the researchers deduce that the overall benefit of student-led conferences is that
they build and nurture a caring community while supporting a strong academic program”
(Tuinstra & Hiatt-Michael, 2004, p. 8).
Creating structure and organization to the student-led conferences was paramount
to their success. Including students in the preparation for the conferences gave them a
sense of ownership and responsibility for their presentations. Student surveys indicated
positive responses toward “assessing their work, reflecting on that work, and setting goals
to challenge themselves” (Tuinstra & Hiatt-Michael, 2004, p. 8). Seventy-five percent of
the students indicated that they were better students because they set goals. Eighty-six
percent felt that their work was better because they spent more time on it. Teachers
agreed that students were more focused and that student-led conferences had contributed
to higher academic success (Tuinstra & Hiatt-Michael, 2004). Building a team capacity
for learning experiences provided students with the confidence to present quality
portfolios. Academic portfolios included quality evidence produced by the students for
use during the student-led conference to guide student-parent discussions. These
portfolios may take various forms. Whether paper-based or technologically-enhanced, the
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portfolios offer students opportunities to maintain, select, edit, and evaluate quality
evidence for presentation during a student-led conference (Bayez, 2013; Chatel, 2003;
Duffy & McDonald, 2015).
Traditional conferences have the potential for inhibiting positive relations
between schools and families. Hackmann (1995) explained that teachers may find it
difficult to discuss problem behaviors with parents, and the teachers may fear
confrontations with angry parents during traditional conferences. Excluding the students
from the conference, however, fails to acknowledge their insight and input toward their
own educational growth. The faculty at a midwestern middle school developed a model
for student-led conferences “to encourage students to accept responsibility for their
academic success, to increase students’ oral communication skills, self-confidence, and to
increase parent participation” (Hackmann, 1995, p. 4). Results from this study indicated
that 93.1% of the parents attended the conference, an increase from the 89% to 90%
attendance data for traditional conferences. According to questionnaire results, 94% of
the parents preferred the student-led format, and 95% of the students preferred the
student-led format. Teachers also indicated strong support for the student-led model. The
study reported a selection of positive and negative qualitative comments from parents.
More recent research involving student-led conferencing supports earlier findings
by providing similar positive data regarding the benefits of students’ taking the lead in
the communication of academic progress. Brodie (2014) conducted a student-led
conferencing pilot study at two middle schools in preparation for program changes within
the school district. Data from this study revealed that 89% of the parents preferred the
student-led format for conferences. Parents could see evidence that their children were
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self-aware of their learning (81%), were well-prepared (84%), and were showing
academic growth (84%). The study observed that giving students a voice in the
presentation of their work helped to personalize their educational experience.
Preparing for student-led conferences takes time, but according to Kinney (2012),
schools that have invested the time and effort to make this shift from a traditional format
to a student-led format have demonstrated success. Since implementing student-led
conferences to support their four-year plan for tracking the progress of all students, an
Oregon high school experienced a five-year attendance average at the conferences of
97%, representing a 15% growth in attendance. Despite skepticism in the beginning,
teachers became convinced that student-led conferences were beneficial. “Student-led
conferencing is one effective assessment strategy that shifts the focus of accountability to
the student” (Kinney, 2012, p. 55). One teacher’s response reflected a change in mindset,
“Listening to my kids talk to their parents with dignity and respect has completely
changed my faith and belief in the ultimate goal of student-led conferences” (Kinney,
2012, p. 57).
In one middle-school study (Culver, 2000), only 1 – 3% of parents requested a
traditional conference format. Student-led conferences can be accomplished in 9 hours
for about 100 students. Parents reported that student-led conferences had the advantage of
a scheduled time; this accommodation alleviated wait time in an arena setting. The
parents also considered student-led conferences to be more meaningful and informative
since some students do not share academic information at home. The research implied
that parents who saw their child’s work evidence in the student-led conference were
motivated to take more responsibility for interventions at home.
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Based on an examination of the research literature, focusing on studentinvolvement in formative-assessment practices culminating in a summative student-led
conference suggests a positive impact on student achievement. As students build
academic skills in schools on a daily basis, the desire to share their progress is realized in
a student-led conferencing experience. “The better the communication between the home
and school, the less stress the child experiences as he navigates between these two
cultures” (Hiatt-Michael, 2001, p. 39). Multiple aspects of formative assessment, such as
academic feedback, rubrics, higher-order questioning, peer assessment, and selfevaluative assessment, provide teachers and students the opportunity to collaborate in the
learning process. Offering students the opportunity to take the lead in the presentation of
their own work evidence in the form of a student-led conference encourages ownership
and responsibility for quality outcomes with the potential for the development of lifelong
learners. “When students are engaged as active participants in their own learning
progression they believe that they are capable learners who use goal setting strategies and
independently regulate their efforts as they apprehend desired outcomes” (Clark, 2012, p.
242).
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Chapter 2
Methodology
Introduction
The methodology for this research concentrated on determining the impact of
student-led conferences on universal screening scores, perceptions of parents and
students regarding student-led conferences, and perceptions of teachers regarding
confidence in parent involvement in a rural context. The data collection resulted from a
nonprobability, convenient sampling of existing data from one rural elementary school.
According to Henry (1990) “the selection method for nonprobability samples contrasts
with that of probability samples that are selected by a randomized mechanism”. The data
selected for this study met availability criteria for the research purposes. The quantitative
design of this research is described in this chapter including descriptions of context,
instrumentation, procedures, and data analysis.
The methodological approach presented in this quantitative research analyzed
existing data from one rural elementary school collected during the months of April,
October, December 2014, and February 2015. The data from the initial implementation of
student-led conferences with 23 third-grade students conducted on October 23, 2014,
included data from parent and student surveys with questions regarding their perceptions
of the conferencing format, universal screening data for three different administration
times (April 2014, October 2014, December 2014), and teacher perception surveys from
March 2014 and March 2015 about their levels of confidence regarding parent
involvement. The parent and student perceptions concerning the student-led conference,
as well as the teachers’ perceptions of confidence in parent involvement, were compared
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through non-parametric methods while the academic screening data were analyzed with a
Repeated-Measures ANOVA to determine significance.
Context
Based on quantitative methods, this research examined the existing data of one
rural elementary school’s implementation of student-led conferences to draw conclusions
about changes in student learning, confidence perceptions of teachers toward parents, and
conferencing format preferences of students and parents.
This research study addressed three important questions.
1. Regarding universal screening scores for third-grade students in reading, is
there a significant difference between universal screening scores from Spring 2014, Fall
2014, and Winter 2014 for students participating in student-led conferences compared to
nonparticipating students?
2. Regarding student and parent surveys concerning student-led conferencing,
is there a statistically significant difference between the students’ perceptions of studentled conferencing compared to the parents’ perceptions of student-led conferencing?
3. Regarding teacher surveys concerning confidence in parental involvement, is
there a statistically significant difference between teachers’ perceptions of confidence in
parent involvement before the implementation of student-led conferences compared to
perceptions after the student-led conferences?
Instrumentation
In compliance with the participating school’s Data Use Agreement (Appendix A), a
request for permission to access and use school data for research purposes was presented
to the Director of Schools for presentation to school board members (Appendix B), in
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accordance with requirements of the School Board Policy (Appendix C). The district
school board approved the use of school data (Appendix D) and The University of
Memphis granted IRB approval (Appendix E).
The data from the initial implementation of student-led conferences with third-grade
students included data from universal screening scores, as well as four specifically
designed surveys including, Student-led Conferences Survey—student and parent
(Appendices H and I), Student-led/Traditional Conference Survey (Appendix J), and the
School Academic Optimism Survey (Appendix G). Table 1 lists the test data, surveys and
items which provided the necessary data for statistical analysis.
Table 1
Research Questions and Surveys
________________________________________________________________________
Research Questions

Survey Instrument

Test Times/
Items/Sections

1. Regarding universal screening scores for

Renaissance
Learning, STAR
Reading Assessment

Spring 2014
(April 4 – 17)
Fall 2014
(Sept. 25 –
Oct. 9)
Winter 2014
(Dec. 5 – 19)

third-grade students in reading, is there a
significant difference between universal
screening scores from Spring 2014, Fall
2014, and Winter 2014 for students
participating in student-led conferences
(SLC) compared to nonparticipating students
(NonSLC)?
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Table 1 (Continued)
Research Questions and Surveys
________________________________________________________________________
2. Regarding student and parent surveys
concerning student-led conferencing, is
there a statistically significant difference

Student-led
Conferences Survey
for students
(Appendix H)
and parents
(Appendix I)

Oct. 23, 2014/
Items 1, 2, 3,
4, 5, 6, 10

Studentled/Traditional
Conference Survey
(Appendix J)

Feb. 20, 2014/
Sections II,
and III

between the students’ perceptions of studentled conferencing compared to the parents’
perceptions of student-led conferencing?

3. Regarding teacher surveys concerning

School Academic
Optimism Survey
confidence in parental involvement, is there a (Appendix G)
statistically significant difference between

March 2014,
and March
2015
Items 14, 16,
17, 20, 21, 29,
30

teachers’ perceptions of confidence in parent
involvement before the implementation of
student-led conferences compared to
perceptions after the student-led
conferences?
________________________________________________________________________
STAR Enterprise
Academic data from Spring 2014, Fall 2014, and Winter 2014 was obtained from
universal screening results from Renaissance Learning, STAR Reading Assessment
(Renaissance Learning, Inc., 2014). This adaptive, computer-based assessment is based
on grade-level standards and reports results in a scaled score format. The screening scores
from the first test administration in April 2014 were collected from participating students
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near the completion of their second-grade year. These scores represented in-coming data
for the beginning of the third-grade year for students. For students participating in
student-led conferences, the mean scores from the three administrations of the screening
assessment were compared to determine whether students’ scores changed over time. For
students not participating in student-led conferences, the mean scores from the three
administrations of the screening assessment were compared to determine whether
students’ scores changed over time. The mean scores of students from the three
administrations of the screening assessment who participated in student-led conferences
were compared to mean scores of students who did not participate in student-led
conferences to determine if a statistically significant difference occurs between the two
groups over time. This data provided evidence of change over time and strengthened an
evaluation regarding the level of impact for student-led conferences on the academic
achievement of a specific cohort of third-grade students in one rural elementary school.
According to Renaissance Learning, Inc. (2014), the reliability of STAR Reading
Enterprise assessments has been estimated using two methods, internal consistency
(generic reliability coefficients) and test-retest correlation coefficients, in a random
national sample of more than 1.2 million STAR Reading Enterprise tests administered
between September 2012 and June 2013. The retest correlation coefficients were based
on samples of 5,000 students per grade from the same dataset. Over all grades combined,
the reliability was 0.97. Reliability ranged from 0.93 to 0.95 within grades. Retest
reliability estimates were 0.90 for all grades combined and ranged from 0.54 to 0.85
within grades.
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Content is a crucial element of test validity. Gathering content-related evidence
of validity depends on the degree of alignment between the knowledge and skills
measured by test items and the knowledge and skills intended to be taught and learned in
a particular curriculum at a specific grade level or levels. STAR Reading Enterprise
content is aligned to curriculum standards at the state and national levels—including the
Common Core State Standards. Psychometric reliability, combined with a high degree of
alignment of test content to curriculum standards provides evidence of validity. To
support STAR Reading Enterprise as a measure of both reading comprehension and a
broad range of other reading skills, Renaissance Learning has collected a wide range of
correlations between scores on STAR Reading and scores on other recognized,
established measures of different aspects of reading achievement, such as survey
achievement tests, diagnostic reading measures, and state accountability tests, among
others. More than 400 concurrent and predictive validity studies were conducted for
STAR Reading, involving a total of more than 1 million students. The average
correlations observed in these studies ranged from 0.60 to 0.87 (Renaissance Learning,
Inc., 2014). Correlations in this range are considered strong.
Student-led Conferences Survey
The Student-led Conferences Survey for students (Appendix H) and parents
(Appendix I) posed questions to both groups regarding student-led conferencing
experience. This survey was composed of seven questions using a 5-point Likert response
scale and three open-ended questions about recommended changes to the conference
format, goals to work toward based on the conference information, and a determination
of the best part of the conference from each participant’s perspective. The surveys were
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compiled by school administrators based on a thorough review of literature for the
purpose of measuring relationships between parents’ and students’ perceptions of the
initial implementation of student-led conferences. The surveys were not tested for
reliability; however, content validity was determined because the survey tools measured
with intent the perceptions of students and parents. The following items were analyzed:


This conference went well.



My child/I (student) was ready for the conference.



My child/I (student) did a good job talking about the work.



My child/I (student) liked the decision to choose the work to show during the
conference.



This conference will help me in my school work/in providing support at home.



I would like to participate in another conference like this one.
The Student-led/Traditional Conference Survey (Appendix J) was conducted

following the traditional parent/teacher conference that were held in Spring 2015
(February 12, 2015). This survey asked questions regarding a comparison of student-led
conferences (Fall 2014), and the traditional parent/teacher conferences (Spring 2015).
This data was collected from parents who attended both conferencing formats during the
year. The survey was compiled by school administrators for the purpose of measuring
relationships between perceptions of traditional and student-led conferences during the
initial implementation of student-led conferences. The surveys were compiled by school
administrators based on a thorough review of literature for the purpose of measuring
relationships between parents’ and students’ perceptions of the initial implementation of
student-led conferences. The surveys were not tested for reliability; however, content
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validity was determined because the survey tools measured with intent the perceptions of
students and parents. The following items were considered in the data analysis:


I learned about my student’s progress during the SL/Traditional conference.



My student was involved during the SL/Traditional conference.



The SL/Traditional conference has improved my student’s school work.



The SL/Traditional conference has improved my student’s confidence in
communicating about his/her work.



The SL/Traditional conference has improved my student’s confidence in
achieving goals.



Indicate your preference for conference formats—Student-led or Traditional.

School Academic Optimism Survey (SAOS)
The School Academic Optimism Survey (Appendix G) developed by Hoy, et al.
(2006) and used with permission (Appendix F) based on the theoretical frameworks of
Bandura (1986), Coleman et al. (1966) and Seligman (1998) applied a 6-point Likert
scale to question teachers about the current climate of the school with items designed to
measure the overall level of academic optimism within the school and each of the subconstructs—collective efficacy, trust, and academic emphasis. Sims (2011) found the
SAOS to have high reliability for academic optimism with a coefficient of .92 and high
reliability for each of the sub-constructs with coefficients for collective teacher efficacy
(CTE), faculty trust in parents and students (FT) and academic emphasis (AE), at .77, .91,
and .81, respectively. The surveys were administered to faculty pre- and postimplementation of student-led conferences in the school. The eight items chosen for
analysis from this survey represented the teachers’ perceptions of their level of
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confidence in parents to be engaged and involved with their students’ education. The
results from these items provided data relative to the parental support of students before
and after the student-led conferencing event. Do teachers have confidence in the parents?
Is parent involvement reliable? Can teachers count on the students, which points to the
parents’ involvement outside of school? Can teachers count on support from the parents?
Do they think the parents do a good job? Can teachers believe the parents? Do they
believe students can achieve goals, which relates to parents’ involvement outside of
school? Do they believe students can achieve academically, which is related to parental
involvement? The following statements from the survey were evaluated based on the 6point response scale:


Teachers in this school trust the parents.



Parents in this school are reliable in their commitments.



Students in this school can be counted upon to do their work.



Teachers can count upon parental support.



Teachers think that most of the parents do a good job.



Teachers can believe what parents tell them.



The students in this school can achieve the goals that have been set for them.



Teachers in this school believe that their students have the ability to achieve
academically (Hoy, 2006).
Data Collection Procedures
Approval from the participating school district’s Board of Directors was obtained

by presenting a written request to the Director of Schools (Appendix B). This request was
presented to the board and approved before the collection of research data (Appendix D).
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The data indicated the activities of the participants, along with assessment and survey
results. The researcher collected and analyzed the data. The IRB administrator from The
University of Memphis determined that 1) this research uses only coded private
information, 2) this research uses data that was not collected for this specific research
project, and 3) investigators cannot readily ascertain the identity of individuals about
whom the private information pertains; therefore, this research is not conducted with
human subjects and 45 CFR 46 does not apply. This research does not require IRB
approval nor review according to IRB determination protocol #3737, April 29, 2015
(Appendix E).
The initial implementation of student-led conferences was conducted with one
third-grade group of students in one elementary school. The participating student group
was selected by school administrators with subjectivity based on an average level of
academic performance when compared with other third-grade students in the school. The
group consisted of 23 third-grade students enrolled in Reading/Language Arts.
Elementary teachers (N = 14 pretest, N = 13 posttest) participated in the School Academic
Optimism Survey (Appendix G) in March 2014 and March 2015. This data was used to
determine if a change in confidence perceptions occurred between pre- and postconference time. Parents (N = 8) who attended the spring conference sessions which were
conducted exclusively in a traditional format were surveyed to gain comparative data
regarding format preferences.
The class participants were involved in multiple strategies within reading
instruction during the first 9-weeks of the school year. Conferences were scheduled
following the first grading period, and comparative data was collected. Of the 23 third-
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grade students in the group, 12 students and their parents attended the scheduled studentled conferences. The Student-led Conferences Surveys were administered to these parents
and students immediately following their participation in the student-led conference. This
data was analyzed to determine the perspectives of students and parents. In an effort to
ensure confidentiality, the survey respondents remained anonymous. No identifying
questions were included in the survey items. To secure responses from parents and
students in a timely fashion, the parents and students were asked to complete the survey
immediately following the student-led conference. The surveys were directly placed in a
secure folder by the parents and students without the teachers’ involvement. Attempts
were made to secure nonbiased responses, such as no teacher/parent/student interaction
during the survey completion time, delivery of surveys to parents and students from a
school employee other than the participating teacher, and monitored collection of surveys
by a school employee other than the participating teacher.
Universal screening data is collected three times a year from students in this rural
elementary school. To address the first research question, universal screening data was
collected from the third-grade students in Spring 2014, Fall 2014, and Winter 2014. The
screening tool measured academic performance levels with an adaptive-style assessment
based on grade-level standards. This timed assessment continually adapts the question
difficulty to the students’ previous responses. The average testing time is around 15
minutes. Results were reported in scaled scores with available charts for expected gradelevel scores. A comparison among the three test administrations was accomplished with a
Repeated-Measures ANOVA analysis of the testing data.
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To address the next research question, survey data collected from students and
parents following the conferencing event were analyzed. Results indicating perceptions
of parents regarding the student-led conference were compared to the students’
perceptions of the student-led conferences to determine whether a statistically significant
difference exists. Parents who attended the traditionally formatted spring-conference
sessions were surveyed with the Student-led/Traditional Conference Survey to gain
comparative data regarding format preferences. Conferencing formats were compared
and discussed based upon these results.
To address the third research question, surveys from elementary teachers (N = 14
pretest, N = 13 posttest) using the School Academic Optimism Survey were analyzed to
determine if a change in parent-confidence perceptions occurred between pre- and postconference time. These research procedures were employed to provide evidence for the
conclusions supporting the findings for this study.
School Descriptive Characteristics
An analysis of existing data from a rural elementary school’s first implementation
of student-led conferences provided information about the implications of the initiative.
The school data included in this study was collected from a school consisting of grades 36 with a student enrollment of 290. The school had 72.8% economically disadvantaged
students, 21.4% students with disabilities, 11.0% black or African American students,
and 85.5% white students. For the previous year, the school showed a decline in
achievement for 3-8 reading/ELA. The school served students from three different
communities and was located in a rural area with a population of 2,149. According to the
U.S. Census Bureau (USCB, 2010), the area population of less than 2,500 people
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determined the rural status of the participating school. The community’s poverty level is
19.8% which was higher than the state average of 17.6%. Table 2 provides a complete
summary of demographics for the school.
Table 2
School Demographics
Characteristics

f

%

Grades 3-6 Enrollment

290

Economically
Disadvantaged

211

72.8

Students with
Disabilities

62

21.4

Black/African
American

32

11.0

White

248

85.5

________________________________________
Group Descriptive Characteristics
The student group data provided by the school consisted of data from 23 thirdgrade students from a total group of 74. This was not a random sampling of students but
one that was selected by school administrators based on a nonprobability, convenient
sampling and average academic standing. Nonprobability samples differ from probability
samples which are selected by randomized mechanisms. (Henry, 1990). The data selected
for this study met availability criteria for the research purposes. Twelve of the students
and their parents documented attendance at the conference and all of these completed the
surveys about the student-led conferences immediately following the conferences. These
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students and parents also completed the comparison survey following the traditional
conferences in the spring. Table 2 provides a summary of student group descriptors.
Table 3
Student Group Descriptors
Descriptors

f

Grade 3 Enrollment

74

Included in Study

23

%

31.1

Attended Student-led
12
16.2
Conferences
________________________________________
The teacher group data provided by the school consisted of surveys from a
random group of teachers associated with the school. Table 3 provides a summary of the
teacher-student ratio for the number of teachers (N = 15) involved in the study compared
to the number of students in the school. This ratio provided relevance to the
representative sample of teachers for the survey data. The anonymous surveys were
distributed and collected before the student-led conferences were conducted and after the
student-led conferences were conducted.
Table 4
Teacher-Student Ratio for Participating Teachers
Grades 3-6

f

Teachers
Students

15
290

T/S Ratio
19.3

______________________________________________
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Summary
The methodology of this research investigated the impact of academic progress,
perceptions, and confidence in parent involvement relative to the initial implementation
of student-led conferences at the elementary level. The collection of data facilitated an
analysis that revealed information for school leaders seeking alternate forms of
communicating academic progress with parents and educational stakeholders. The
quantitative-research design proposed to examine universal screening data, student-led
conferencing survey data, and academic optimism data to determine statistical
significance. This research included the examination of effect sizes, the comparison of
mean-scaled scores, and the analysis of statistical significance in order to provide school
leaders with data-based decision-making tools.
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Chapter 3
Findings
The quantitative results garnered from an analysis of existing data of one rural
elementary school’s initial implementation of student-led conferences comprise this
chapter. The research questions addressed in this study provided the focus of the findings.
1. Regarding universal screening scores for third-grade reading students, is there
a statistically significant difference between universal screening scores from Spring 2014,
Fall 2014, and Winter 2014 for students participating in student-led conferences (SLC)
compared to nonparticipating students (NonSLC)?
The data were analyzed using a Repeated-Measures ANOVA to determine a
difference in universal screening scores between the three test administration times for
the two groups of students—SLC participating students and nonparticipating students.
Universal screening score data were gathered by the school administrators immediately
following the STAR Enterprise Reading test. The test was computer-based and delivered
immediate feedback to school leaders after the test was completed. The data were
gathered from the school for analysis after the appropriate approval/exemption status was
granted.
2. Regarding student and parent surveys concerning student-led conferencing, is
there a statistically significant difference between the students’ perceptions of student-led
conferencing compared to the parents’ perceptions of student-led conferencing?
Using ordinal data from a 5-Likert scale survey with parents and students,
analyses were conducted using a Mann-Whitney test as a nonparametric test for
significance. The results of students’ and parents’ responses represented a small sample
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size without the assumption that populations form the normal distribution. The MannWhitney nonparametric test was conducted, assuming the equality of variances, to
calculate rankings providing comparative data for determining statistically significant
differences between students’ and parents’ perceptions concerning student-led
conferences.
3. Regarding teacher surveys concerning confidence in parental involvement, is
there a statistically significant difference between teachers’ perceptions of confidence in
parent involvement before the student-led conferences compared to perceptions after the
student-led conferences?
Using ordinal data from a 5-Likert scale survey with teachers, analyses were
conducted using a Mann-Whitney test as a nonparametric test for determining statistically
significant differences between confidence in parent involvement before and after
student-led conferencing. The results of teachers’ responses represented a small sample
size without the assumption that populations form the normal distribution. The MannWhitney nonparametric test was conducted, assuming the equality of variances, to
calculate mean rankings providing comparative data for determining whether a
statistically significant difference exists between teachers’ perceptions of confidence in
parent involvement before and after the student-led conferencing event.
Quantitative Results
Data gathered and analyzed in response to the research questions provided results
concerning the difference between universal screening scores from identified test
administrations, parent and student perceptions regarding student-led conferences, and
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teacher perceptions regarding their confidence in parent involvement. Statistical tests
were conducted with IBM SPSS software, version 22.
Research Question 1
Regarding universal screening scores for third-grade reading students, is there
a statistically significant difference between universal screening scores from Spring 2014,
Fall 2014, and Winter 2014 for students participating in student-led conferences (SLC)
compared to nonparticipating students (NonSLC)?
Group means were calculated for the three universal screening scores for each of
the three identified test administrations. Table 5 displays the group means for student
universal screening scores.
Table 5
Group Means for Student Universal Screening Scores

Group/Subgroup

n

Spring 2014

Fall 2014

Winter 2014

M

SD

M

SD

M

SD

All Students

21

297.24

72.18

281.19

68.93

400.71

67.99

SLC Students

11

308.27

69.46

264.82

65.66

392.09

54.18

NonSLC
Students

10

285.10

76.84

299.20

71.27

410.20

82.58

The group means indicated a positive change in scores for all of the students from
Spring 2014 to Winter 2014 with the greatest positive change occurring in the NonSLC
subgroup. It should be noted that all of the students participated in the preparation leading
up to the SLC event in Fall 2014 with the same classroom instruction and the same
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teacher. It should also be noted that the greatest positive change in group means
following the SLC event from Fall 2014 to Winter 2014 occurred in the SLC subgroup—
the students participating in the actual SLC event.
Effect sizes were calculated using nonparametric independent t-tests to determine
the relationship of student-led conferences to universal screening scores. Effect sizes
were converted from Cohen’s d to a Hedges’ g to correct for the small sample size
(Dunlop et al., 1996). Table 6 includes the results of t-test comparisons between the three
different universal screening administrations along with the Cohen’s d effect sizes
converted to Hedges’ g effect sizes to account for the small sample size.
Table 6
Effect Sizes for Student-led Conference Group (SLC) and Nonstudent-led Conference
Group (NonSLC)
Group/
Subgroup

Spring '14 v. Fall '14

Spring '14 v. Winter '14
d/g

Fall '14 v.Winter '14

tr

r1&2

d/g

tr

r1&3

tr

r2&3

d/g

All
Students

1.03

0.49

.23/.22

-8.41

0.68

1.47/1.40 -6.57

0.26

1.75/1.66

SLC
Students

1.87

0.35

.64/.58

-4.70

0.57

1.32/1.19 -4.39 -0.28 2.12/1.92

NonSLC
Students

-0.84

0.74

.19/.17

-8.46

0.83

1.56/1.40 -4.96

0.59

1.43/1.28

________________________________________________________________________
A standardized measure of the strength and direction of linear relationship
between the testing times is represented by r. The effect sizes indicated practical
significance between the group means of participating and nonparticipating students. The
effect size for the SLC subgroup between Fall 2014 and Winter 2014 (g = 1.92) indicated
the greatest level of practical significance when comparing the effect sizes of the SLC

68

group and NonSLC group. This effect size indicated a moderate to strong effect of
student-led conferencing on universal screening scores for third-grade students.
Using data from the students participating in student-led conferences, a RepeatedMeasures ANOVA was conducted using IBM SPSS software, version 22 to determine if
universal screening scores in reading for third-grade students were statistically different
across time. Mauchley’s test of Sphericity indicated that the assumption of Sphericity
was met, X2(2) = 3.02, p = .221. The assumption of Sphericity provided confidence that
the variances of the differences between all possible pairs of groups are equal, allowing
an appropriate comparison between the different administration test times for the SLC
group. The ANOVA revealed that there was a statistically significant difference in
universal screening scores between the three time points, F(2,20) = 14.79, p < .001 η2partial
= .60. The following pairwise comparisons were significant at the p < .05 level when
conducted with Bonferroni correction: universal screening scores at Time 3 (“Winter”;
M = 392.09, SD = 54.18) were higher than both, Time 2 screening scores (“Fall”; M =
264.82, SD = 65.66), and Time 1 screening scores (“Before”; M = 308.27, SD = 69.46).
With significance level at .273, the difference between screening scores at Times 1 and 2
was not statistically significant. These results indicated a significant difference in
students’ universal screening scores when comparing scores before the SLC preparation
time, Spring 2014, to scores after the SLC event, Winter 2014. A significant difference in
scores was not indicated for the time period before SLC preparation and the time period
leading up to the SLC event. The difference in scores was indicated after the SLC event.
This difference was significant for the students participating in the SLC. Table 7 displays
the pairwise comparisons for time for the SLC group.
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Table 7
Pairwise Comparisons of Universal Screening Score Times – Treatment (SLC) Group

(I) Time
1
2

Mean Difference (I-J)a
43.455

Std. Error
23.234

3

-83.818*

17.848

.003

1

-43.455

23.234

.273

3

-127.273*

28.981

.004

(J) Time
2

Sig.b
.273

1
83.818*
17.848
.003
*
2
127.273
28.981
.004
* The mean difference is significant at the .05 level.
a. Adjustment for multiple comparisons: Bonferroni
b. Statistical significance at the level of p < .05
_____________________________________________________________________
3

The students participating in the student-led conferences demonstrated significant
gains in their actual universal screening scores. The students not attending the student-led
conference also demonstrated significant gains in their screening scores. Using data from
third-grade students included in the preparation for student-led conferences but not
participating in the actual student-led conference, a Repeated-Measures ANOVA was
conducted to determine if universal screening scores in reading were statistically different
across time. Mauchley’s test of Sphericity indicated that the assumption of Sphericity
was met, X2(2) = 2.41, p = .299. The assumption of Sphericity provided confidence that
the variances of the differences between all possible pairs of groups are equal, allowing
an appropriate comparison between the different administration test times for the nonSLC
group. The ANOVA revealed that there was a statistically significant difference in
universal screening scores between the three time points, F(2,18) = 28.03, p < .001 η2partial
= .76. The following pairwise comparisons were significant at the p < .05 level when
conducted with Bonferroni correction: universal screening scores at Time 3 (“Winter”;
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M = 410.20, SD = 26.11) were higher than both, Time 2 screening scores (“Fall”; M =
299.20, SD = 22.54), and Time 1 screening scores (“Before”; M = 285.10, SD = 24.30).
The difference between screening scores at Times 1 and 2 was not statistically significant
as indicated by the p statistic (p = 1.000). These results indicated a significant difference
in students’ universal screening scores when comparing scores before the SLC
preparation time, Spring 2014, to scores after the SLC event, Winter 2014. A significant
difference in scores was not indicated for the time period before SLC preparation and
leading up to the SLC event. The difference in scores was indicated after the SLC event,
even for the nonparticipating group of students. Table 8 displays the pairwise
comparisons for time of the NonSLC group.
Table 8
Pairwise Comparison of Universal Screen Score Times – Control (NonSLC) Group

(I) Time
1

(J) Time
2

Mean Difference (I-J)c
-14.100

Std. Error
16.877

Sig.d
1.000

*

3

-125.100
14.783
.000
2
1
14.100
16.877
1.000
*
3
-111.000
22.395
.002
3
1
125.100*
14.783
.000
*
2
111.000
22.395
.002
* The mean difference is significant at the .05 level.
c. Adjustment for multiple comparisons: Bonferroni
d. Statistical significance at the level of p < .05
______________________________________________________________________
These results indicated significance in gains of the two groups when comparing
administration times. Both groups demonstrated an increase in universal screening scores
after the student-led conferences were conducted regardless of their participation in the
actual student-led conferencing event.
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Research Question 2
Regarding student and parent surveys concerning student-led conferencing, is
there a statistically significant difference between the students’ perceptions of student-led
conferencing compared to the parents’ perceptions of student-led conferencing?
A Mann-Whitney nonparametric test was conducted using IBM SPSS software,
version 22 to determine significance at a p < .05 level allowing for the small sample size
for ordinal data from a 5-Likert scale survey with parents and students. The MannWhitney nonparametric test was conducted, assuming the equality of variances, to
calculate rankings providing comparative data for determining statistically significant
differences between students’ and parents’ perceptions concerning student-led
conferences. The results of mean rankings represented in calculations of U and Z scores
yielded a p-value for determining statistical significance. There was no statistically
significant difference in perceptions of parents regarding student-led conferences and the
perceptions of students regarding the student-led conferences. Both groups represented
similar responses to the student-led conferencing experiences. Table 9 consists of
complete statistical data for comparisons.
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Table 9
Mean Rankings for Student-led Conference Surveys

Items

Parents (n = 12)
M
Sum
Rank
of Ranks

Students (n = 12)
M
Sum
Rank
of Ranks

This conference
went well.

13.00

156.0

12.00

My child/I was
ready for the
conference.

12.50

150.0

My child/I did a
good job talking
about his/her work.

12.13

My child/I liked
the decision to
choose the work to
show during the
conference.

U

Z

p=

144.0

66.0

-0.60

0.55

12.50

150.0

72.0

0.00

1.00

145.5

12.88

154.5

67.5

-0.37

0.71

11.96

143.5

13.04

156.5

65.5

-0.65

0.51

This conference
experience will
help me provide
better support at
home/do better in
school.

13.50

162.0

11.50

138.0

60.0

-1.07

0.28

I would like to
participate in
another conference
like this one.

13.00

156.0

12.00

144.0

66.0

-0.60

0.55

The survey question that most closely approached statistical significance involved the
level of anticipated support at home/school resulting from the student-led conference. A
Mann-Whitney test indicated that the perceptions of the student-led conference regarding
the question that the conference experience will help provide better support at
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home/school was greater for parents (M = 163.0) than for students (M = 138.0), U = 60.0,
p = 0.28.
The comparison survey results regarding student-led conferences and traditional
conferences indicated a preference for student-led conferences (M = 4.16) over traditional
conferences (M = 3.82). Of the initial student-led-conferencing participants, nine students
and parents attending the traditional conferences in Spring 2015. The comparison means
for preferences in conferencing formats are included in Table 10.
Table 10
Means for SLC and Traditional Preferences

Conference format

Spring 2015

n
M

SD

SLC

9

4.16

.82

Traditional

9

3.82

1.01

_____________________________________________
Research Question 3
Regarding teacher surveys concerning confidence in parental involvement, is
there a statistically significant difference between teachers’ perceptions of confidence in
parent involvement before the student-led conferences compared to teachers’ perceptions
after the student-led conferences?
A Mann-Whitney nonparametric test was conducted using IBM SPSS software,
version 22 to determine significance at a p < .05 level allowing for the small sample size
for ordinal data from a 5-Likert scale survey with parents and students. The MannWhitney nonparametric test was conducted, assuming the equality of variances, to
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calculate rankings providing comparative data for determining statistically significant
differences between teachers’ perceptions of parental involvement before and after the
student-led conferences. The results of mean rankings represented in calculations of U
and Z scores yielded a p-value for determining statistical significance. There was no
statistically significant difference in teachers’ perceptions of parental involvement before
and after the student-led conferences. Similar responses to parental involvement were
indicated at both administrations of the survey. Table 10 includes the complete statistical
data for analysis.
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Table 11
Mean Rankings for School Academic Optimism Survey

Items

Pretest (n = 14)
M
Sum
Rank
of Ranks

Postest (n = 13)
M
Sum
Rank
of Ranks

Teachers in this
school trust the
parents.

14.21

199.0

13.77

Parents in this school
are reliable in their
commitments.

11.43

160.0

Students in this
school can be
counted upon to do
their work.

14.29

Teachers can count
upon parental
support.

U

Z

p=

179.0

88.0

-0.15

0.88

16.77

218.0

55.0

-1.82

0.07

200.0

13.69

178.0

87.0

-0.20

0.84

12.69

165.0

14.31

186.0

74.0

-0.56

0.57

Teachers think that
most of the parents
do a good job.

11.64

163.0

16.54

215.0

58.0

-1.69

0.09

Teachers can believe
what parents tell
them.

14.36

201.0

13.62

177.0

86.0

-0.25

0.80

11.93

167.0

16.23

211.0

62.0

-1.53

0.13

13.14

184.0

14.92

194.0

79.0

-0.68

0.50

The students in this
school can achieve
the goals that have
been set for them.
Teachers in this
school believe that
their students have
the ability to achieve
academically.
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The survey questions that more closely approached statistical significance included the
reliability of parental commitment, the belief that parents do a good job, and the belief
that students can achieve goals. A Mann-Whitney test indicated that the perceptions of
teachers’ regarding the belief that parents are reliable in their commitments was greater
after the student-led conferencing event (M = 218.0) than before the student-led
conferencing event (M = 160.0), U = 55.0, p = 0.07. A Mann-Whitney test indicated that
the perceptions of teachers’ regarding the belief that most of the parents do a good job
was greater after the student-led conferencing event (M = 215.0) than before the studentled conferencing event (M = 163.0), U = 58.0, p = 0.09. A Mann-Whitney test indicated
that the perceptions of teachers’ regarding the belief that students in the school can
achieve goals that have been set for them was greater after the student-led conferencing
event (M = 211.0) than before the student-led conferencing event (M = 167.0), U = 62.0,
p = 0.13.
Summary
The results indicated in this chapter described an analysis of data from one
school’s implementation of student-led conferences with third-grade reading students.
The school data included in this study was collected from a school consisting of grades 36 with a student enrollment of 290. The school had 72.8% economically disadvantaged
students, 21.4% students with disabilities, 11.0% black or African American students,
and 85.5% white students. For the previous year, the school showed a decline in
achievement for 3-8 reading/ELA. The school served students from three different
communities and is located in a rural area with a population of 2,149. According to the
U.S. Census Bureau (USCB, 2010), the area population of less than 2,500 people
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determined the rural status of the participating school. The community’s poverty level
was 19.8% which is higher than the state average of 17.6%.
The student group data provided by the school consisted of data from 23 thirdgrade students from a total group of 74. This was not a random sampling of students but
one that was selected by school administrators based on a nonprobability, convenient
sampling and average academic standing. Nonprobability samples differ from probability
samples which are selected by randomized mechanisms. (Henry, 1990). The data selected
for this study met availability criteria for the research purposes. Twelve of the students
and their parents documented attendance at the conference and all of these completed the
surveys about the student-led conferences immediately following the conferences. These
students and parents also completed the comparison survey following the traditional
conferences in the spring.
A positive growth in student achievement based on a comparison of universal
screening scores of students before and after participating in student-led conferences,
F(2,20) = 14.79, p < .001 η2partial = .60 is indicated by a p value < .001. Results from
parent- and student-surveys using a Mann-Whitney nonparametric test indicated similar
perceptions regarding student-led conferences with no significant differences in parentand student- survey data results. These results indicated similar responses to the survey
questions regarding the conference experience, conference preparation, conference
communication, decision-making about portfolio contents, and participation in
subsequent conferences. The survey response that most closely approached statistical
significance involved providing support at home/doing better at school with the parent
responses indicating a greater degree of influence from the student-led conference.
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Parents indicated a preference for the student-led format (M = 4.16) when compared to
the traditional format (M = 3.82).
According to a Mann-Whitney nonparametric test, teachers’ perceptions of
parental involvement were not changed by the student-led conferencing event as
indicated by no statistically significant difference in survey results before and after the
conferencing event. The survey questions that more closely approached statistical
significance included the reliability of parental commitment, the belief that parents do a
good job, and the belief that students can achieve goals. These results indicated a greater
degree of parental involvement after the student-led conferences when compared to
responses before the student-led conference.
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Chapter 4
Conclusions, Implications, and Recommendations
The results regarding the impact of student-led conferences on universal screening
scores for one group of third-grade reading students, the comparison of parent- and
student- survey data concerning perceptions of student-led conferences, and the teachers’
perceptions of confidence in parental involvement before and after the student-led
conferencing event are included in this chapter. The conclusions from research, the
implications for practice and the recommended actions are provided along with suggested
areas for future research with student-led conferencing.
The following research questions were addressed in this study:
1. Regarding universal screening scores for third-grade reading students, is there
a statistically significant difference between universal screening scores from Spring 2014,
Fall 2014, and Winter 2014 for students participating in student-led conferences (SLC)
compared to nonparticipating students (NonSLC)?
2. Regarding student and parent surveys concerning student-led conferencing, is
there a statistically significant difference between the students’ perceptions of student-led
conferencing compared to the parents’ perceptions of student-led conferencing?
3. Regarding teacher surveys concerning confidence in parent involvement, is
there a statistically significant difference between teachers’ perceptions of confidence in
parent involvement before the student-led conferences compared to perceptions after the
student-led conferences?
This study examined data collected from the initial implementation of student-led
conferences with third-grade reading students in a rural elementary school to determine
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the influence of student-led conferencing on universal screening scores, perceptions of
students and parents regarding the conferences, and perceptions of teachers regarding
confidence in parent involvement. A discussion of the data conclusions follows.
Conclusions
Student-led Conferences and Universal Screening Scores
In addressing the research question concerning a statistically significant
difference in universal screening scores after the student-led conferencing as compared to
before the student-led conferencing, data from this study indicated a positive difference
in test scores between Time 1 and Time 3 which is supported by the research indicating
the positive impact of student-led conferences on achievement. The formative
instructional practices implemented in the classroom supporting the preparation and
delivery of student evidence during a student-led conference should be considered when
evaluating the universal screening score outcomes. Both groups, participating and
nonparticipating, indicated positive growth for academic achievement as represented by a
significant increase in universal screening scores. Since the greatest positive change in
group means following the SLC event occurred in the SLC subgroup, further study needs
to be conducted to determine various components of the SLC that may have impacted
outcomes. The formative instruction involving all students in the group of third-grade
students may be a contributing factor to increased universal screening scores. Since all of
the students in the third-grade class participated in the preparation, practice, and
formative instruction leading up to the SLC event, the expectations included an increase
in universal screening scores for all of the students. The academic focus of the studentled conference spotlighted student growth, progress, and goal-setting as impacts on
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student achievement. In a list of influences on achievement, Hattie (2012) reported a
ranking of 1 and an effect size of 1.44 for self-reported grades/student expectations. As
the student-led conferencing process relies on self-reported grades and expectations,
Hattie’s research indicating a strong effect size for these factors provides positive support
for student-led conferencing implementation.
Student-led Conferences and Students’ and Parents’ Perceptions
The research question addressing a comparison of perceptions of parents and
students regarding student-led conferencing yielded data indicative of the expectation that
parents and students demonstrated a positive response to the student-led conferencing
format. Since there was no significant difference in the perceptions of parents when
compared to the perceptions of students, it may be concluded that both groups, parents
and students, demonstrated similar perceptions. Positive responses to the survey
questions and statistical data that indicated similar perceptions from parents and students
provided support for the continued implementation of student-led conferences. Some
consideration may be given to the near-significant level of the survey item regarding the
perception of the student-led conference impacting the level of support at home from the
parents and the increased performance at school from the students. Parents and students
may have differed in regards to their perceptions of the impact of the conferences as
demonstrated by this survey item. As indicated in the review of the literature surrounding
student-led conferences, students and parents reported positive responses toward studentled conferencing. Responses on the comparison survey regarding conferencing formats
indicated a preference for student-led conferences over the traditional format. School
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leaders may find this current research data valuable as they conduct future research and
consider modifications to current conferencing formats.
Student-led Conferences and Teachers’ Perceptions
Teachers’ perceptions of confidence in parental involvement revealed no change
in attitudes from pre- and post-conferencing surveys. These results should not be
interpreted as necessarily negative in nature but simply neutral. If teachers’ perceptions
of confidence in parent involvement were positive before the student-led conferences,
teachers’ perceptions were not changed after the conferences. Furthermore, if perceptions
regarding confidence in parent involvement were negative, the student-led conferencing
experience did not change their perceptions. Three items on the survey indicated results
that approached statistical significance. These items included the belief that parents are
reliable in their commitments, the belief that most of the parents do a good job, and the
belief that students in the school can achieve goals that have been set for them. Teachers’
perceptions of these three beliefs elicit further research to determine the extent of the
impact of student-led conferencing on these beliefs. Various factors may have influenced
the improved perceptions of teachers after the student-led conferences. Student-led
conferences provided practical solutions to issues such as expanding and scheduling
specific conferencing times to allow parents flexibility in fulfilling their commitment to
attending the conference, supporting parents by facilitating conversations between
students and parents, and encouraging goal-setting opportunities that were collaborative
in nature. There are barriers that may continue to be addressed such as unexpected
cancellations and conflicts that may have prevented some parents from attending the
conferences, transportation issues, limited communication with parents and families, and
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low interest in school events. In consideration of these findings surrounding teachers’
perceptions of confidence in parental involvement, as schools continue to search for
positive ways to impact confidence in parent involvement in education, student-led
conferences could be one program for consideration. Further research is needed to study
the impact of student-led conferencing on teacher’s perceptions of confidence in parental
involvement in various school structures, school sizes, and grade levels.
Implications
Implications for educational practices are evident in the findings of this study. As
educational leaders seek quality instructional practices to provide opportunities for
student accountability, formative assessment, and communication with all stakeholders,
the evaluation of initial program implementation becomes paramount to effective
decision-making. Following an assessment of students’ current levels of achievement
compared to desired outcomes for students, educators seek to monitor programs and then,
work together with all students in the school to attend to
this monitoring—what to change, what to keep, what to
share, what to put in place to give second and third
chances, who to advance, and how to constantly challenge,
engage, and give confidence to students that they can do
better, do more, and can attain the goals. (Hattie, J. 2012, p.
191)
Educators could consider the implementation of student-led conferences in an effort to
impact student achievement. This study indicated the potential of formative practices in
conjunction with student-led conferencing to influence academic outcomes. Evaluating
the perceptions of students and parents regarding student-led conferencing may guide
educational leaders in making data-driven decisions about implementation. Including
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teachers’ perceptions about student-led conferences may increase buy-in from teachers
and improve relationships with parents.
Several implications may be considered for effective student-led conferences.
First, the use of academic data becomes important to educational leaders when evaluating
the initial implementation of a new program. By developing effective programs for
students, engaging students in the process, and including parents and other stakeholders
in sharing outcomes and next steps, school leaders provide academically strong
environments for learning. Evaluating these programs affords opportunities for
improvements.
Next, the collaboration and communication embedded in gathering perceptions of
educational programs offers school leaders a wealth of information about improving
practices in schools. The findings of this study indicated similar perceptions from
students and parents regarding positive responses to student-led conferences. These
perceptions play a role in how leaders determine the changes and adjustments needed to
improve their programs. Leaders could consider the survey rubric to guide the planning
and execution of the student-led conferences. The survey rubric would provide the
structure for the conference with embedded specific directions for students. By attending
to the exterior details such as conference times, conference space, letters to parents,
student practice, and portfolio development, school leaders could lay a foundation for
successful student-led conferencing implementation that impacts achievement and
supports the involvement of all educational stakeholders with the ultimate goal of
supporting student success.
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Finally, although teachers’ perceptions of confidence in parent involvement may
be influenced by various factors, the findings of this study indicated that student-led
conferences did not have a significant impact on teachers’ perceptions of their confidence
levels for parental involvement in education. Since student-led conferencing encompasses
a high level of student involvement, the impact on confidence in parent involvement was
not viewed as significant in this study. Seeking ways to incorporate parents into the
conversations about student work samples, goal-setting, and positive discussions about
self-evaluation would support students in their ongoing experiences with this engaging
learning opportunity.
The impact of student-led conferencing on academic progress has limited
evidence in recent research literature. This study provides statistically significant data to
support the influence of student-led conferencing on universal screening scores of a
group of third-grade students. A call for further research is needed regarding the
academic impact of student-led conferences in various school populations and
configurations.
Recommendations
More research regarding student-led conferences at the elementary level and its
impact on student achievement could be beneficial to the educational community. A
comprehensive study involving multiple school settings, different grade levels, and a
variety of socioeconomic environments would assist leaders in program decision-making
and evaluation. The purpose of this study in examining the combination of academic
evidence and student-led conferencing events provided valuable data to research that
could result in systemic changes in pre-existing conferencing configurations. Since this
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study involved a small sample of the rural school, a broader implementation of studentled conferences may yield valuable information for teachers, parents, and students.
Conducting this research in urban settings as compared to rural settings may provide
quality comparative data. The variety of options for parental attendance such as early
morning, late evening, or in the home, would ensure equity of access to more parents.
Sensitivity to cultural, racial, and linguistic barriers brings awareness to the process of
differentiating conferencing environments and supports. The student-led conference
surveys conducted in this study contained a limited number of items due to
postconference time constraints. Developing a more extensive survey to gather data from
students, parents, and teachers may yield useful information for analysis. Sending surveys
home with parents or offering surveys online would allow researchers to extend the
number of items and gather more data for analysis. Access to surveys in multimedia
formats expands the potential for authentic feedback and genuine responses from parents,
students, and teachers.
An extension of this research may include an analysis of various achievement
scores apart from universal screening scores. Standardized achievement scores, formative
assessment data, or district grading may be considered as alternative forms of data to
collect for analysis. A more diverse grouping of participants, including a larger
representation of learning disabled students or English-Language Learners (ELL) will be
mandatory to provide other significant differences. There were approximately 5 million
ELLs in school in 2014, representing nearly 10% of public school enrollment (United
States Census Bureau, 2014). These numbers are expected to continue to grow.

87

The expanded use of technology to include e-portfolios in the presentation of
student work at the conferences may impact parent participation and student engagement.
Barriers to using technology would need to be considered including the limited access of
lower socioeconomic and culturally diverse students to online and synchronous
opportunities to conference. Live streaming, multi-media presentation formats, and
various hardware devices provide alternate options for presentation during student-led
conferences; however, accessibility to technology for all students may continue to be an
obstacle.
A qualitative research project would provide a deeper understanding of
perceptions about student-led conferences. This type of research could examine why
parents and students preferred student-led conferences and what suggestions they had for
improving the process. Observations and interviews with teachers, parents and students
concerning conferencing availability, format options, structure, content, media
preferences, preparation procedures and expectations could give researchers a better
understanding of these perceptions and their effects on student learning. These
observations and interviews could be conducted as pre- and post-conference events, focus
groups, or individual interactions using multiple forms of inquiry to gather data such as
video or audio recordings, electronic submissions, or online survey formats.
Summary
A discussion of results, implications, and recommendations allows researchers to
draw conclusions from this study concerning student-led conferences. The school data
included in this study was collected from a school consisting of grades 3-6 with a student
enrollment of 290. The student group data provided by the school consisted of data from
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23 third-grade students from a total group of 74. From this group of participants, 12
students and their parents participated in an initial student-led conferencing initiative. The
universal screening scores from the participating and nonparticipating students were
compared to determine if a significant difference existed. Findings indicated a
statistically significant difference in screening scores at the p = .05 level from before the
student-led conferencing event to after the student-led conferences were completed. The
student participants and their parents completed surveys following the student-led
conferences to determine the perceptions from students and parents about the
conferencing event. The students and the parents reported positive responses to the
student-led format for conferencing.
From the group of teachers at the school, 14 participated in a survey designed to
gather data about teachers’ perceptions of confidence in parental involvement. These
results indicated no statistically significant difference in these perceptions from before
the student-led conferences when compared to after the student-led conferences were
completed. Three of the survey indicators approached significance and indicated a
positive change in perceptions toward parent involvement.
Based on the data from the initial implementation of student-led conferences at
one rural elementary school, findings indicated a significant difference in screening
scores for third-grade reading students, positive perceptions from students and parents
about their experience with student-led conferencing, and consistent perceptions of
teachers regarding their level of confidence regarding parental involvement before and
after the student-led conferencing event. Continued research, quantitative and qualitative,
pertaining to the impact of student-led conferences on achievement and perceptions may
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provide educational stakeholders with guidance in providing high-quality learning
experiences for students.
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Appendix D
Date: April 7, 2015
Topic: Request for Use of West Carroll SSD Data for Educational Research
Purpose of Research:
Examine the results of a new program (Student-led Conferences) at West Carroll Elementary to
conduct research for the purpose of determining program effectiveness, student achievement
growth, and educational knowledge regarding parent-involvement and student-engagement.
Description:
My research will examine survey data and universal screening data collected during spring, 2014
and fall/spring, 2015 from teachers, parents and students regarding the pilot program –
Student-led Conferences. The existing data set includes: School Academic Optimism Survey,
Student-led Conferences Surveys –Parents/Students, and Universal Screening results from
spring, 2014 and fall/spring, 2015. In contrast to traditional parent/teacher conferences,
student-led conferences allow students to take the lead during a parent/teacher/student
conference for the purpose of discussing student progress.
Risks/Benefits:
Due to the use of unidentifiable data, there are no foreseeable risks to students. The collected
data will not include any form of identifiable information about students, parents, or teachers.
Student data will have no identifiers and all surveys are anonymous. Only student data with
prior permissions obtained from the district’s Data Use Agreement were included in the
collection of the data set. This study offers potential benefits to educational settings and
research communities regarding parent involvement and student-engagement by providing data
results concerning student-led conferences. The results will be available to this governing board
along with all interested educational stakeholders at the discretion of the Director of Schools.
Please direct any questions to the primary investigator:
Cheryl Lambert
Data/Instructional Coach
lambertc3@k12tn.net
cylmbert@memphis.edu
Funding:
There are no funding requirements for this research. The University of Memphis does not have
budgeted funding for compensation for injury, damages, or other expenses.
Thank you for considering this request.
Cheryl Lambert
Data/Instructional Coach K-12
Approved 4-7-2015
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Appendix F
Wayne Hoy <whoy@mac.com>
To:
Cheryl Yvonne Lambert (cylmbert);
Mon 11/2/2015 3:14 PM
HI Cheryl—
You have my permission to use the School Academic Optimism Scale in your research. You can find the
scale, its psychometric properties, and a copy on line for you to download at www.waynekhoy.com.
Good luck.

Wayne
Wayne K. Hoy
Fawcett Professor Emeritus in
Education Administration
The Ohio State University
www.waynekhoy.com
7655 Pebble Creek circle, #301
Naples, FL 34108
Email: whoy@mac.com
Phone: 239 595 5732
On Nov 2, 2015, at 10:44 AM, Cheryl Yvonne Lambert (cylmbert) <cylmbert@memphis.edu> wrote:
Dear Dr. Hoy,
I am a doctoral student from The University of Memphis writing my dissertation titled, Student-led Conferences: An
Analysis of Initial Implementation, under the direction of my dissertation committee chaired by Dr. Duane
Giannangelo and Dr. Renee Murley, who can be reached at reneelee@memphis.edu.
I would like your permission to use the School Academic Optimism Survey in my research study. I would like to use
and print your survey under the following conditions:





I will use the surveys only for my research study and will not sell or use it with any
compensated or curriculum development activities.
I will include the copyright statement on all copies of the instrument.
I will send a copy of my completed research study to your attention upon completion
of the study.

If these are acceptable terms and conditions, please indicate so by replying to me via email: cylmbert@memphis.edu.
Sincerely,
Cheryl Lambert
Doctoral Candidate
Cheryl Lambert
Data/Instructional Coach
West Carroll Special School District
wcssd.org
Mailing Address:P.O. Box 279, Trezevant, TN 38258
Physical Address:1415 Hwy. 77, Atwood, TN 38220
731-662-4200
Cheryl.Lambert@wcssd.org
cylmbert@memphis.edu
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Appendix H

Student-led Conference Survey
Student
1
2
Strongly Disagree
Disagree
Some

3
Don’t
Know

1. My conference went well.
2. I was ready for my
conference.
3. I did a good job talking
about my work.
4. I liked choosing the work to
show my parents.
5. This conference will help
me do better in school.
6. I would like to do another
conference like this one.
7. Write one goal that you can work on in Reading class.

8. Write one thing you would change at your next conference.

9. What was the best part of your conference?
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4
Agree
Some

5
Strongly
Agree

Appendix I

Student-led Conference Survey
Parent
1
2
Strongly Disagree
Disagree
Some

3
Don’t
Know

4
Agree
Some

5
Strongly
Agree

1. This conference went well.
2. My child was ready for the
conference.
3. My child did a good job
talking about his/her work.
4. I liked the decision to allow
my child to choose the work
to show during the
conference.
5. This conference experience
will help me provide better
support at home.
6. I would like to participate in
another conference like this
one.
7. Write one goal that your child could work on in Reading class.

8. Write one thing you would change at the next student-led conference.

9. What was the best part of this student-led conference?

10. This student-led conference was different from a traditional conference
experience. Which conference style do you prefer: traditional or student-led?
Why?
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Appendix J
Parent/Teacher Conferences Survey
Student-led/Traditional
Thank you for participating in this survey. Please do not include your name or your student’s name on this
form.

Circle one answer.

SECTION I
1.
2.

3.
4.
5.
6.

Did you attend Parent/Teacher Conferences in
October?
Did your student LEAD the conference in October?
If you answered ‘NO’ on #2:
Would you like to participate in a student-led
conference?
Did you attend Parent/Teacher Conferences in
February?
Would you have preferred a student-led
conference in February?
Would you like to have more than two conferences
during the school year?
Would you like to participate in a student-led
conference with electronic portfolios? (Participate
in a conference by looking at your student’s work
samples that have been created and stored in
his/her personal files on the computer.)

YES

NO

YES
YES

NO
NO

YES

NO

YES

NO

YES

NO

YES

NO

SECTION II


IF you attended a student-led conference in October AND the traditional conference in
February, please complete this section of the survey.
 IF you DID NOT attend a student-led conference in October, please skip to Section III.
Strongly
Circle the number to indicate your Strongly
Disagree
Disagree
Undecided
Agree
Agree
response.
Student-led Conference (SLC):
1
2
3
4
5
 I learned about my student’s
progress during the SLC.
1
2
3
4
5
 My student was involved
during the SLC.
1
2
3
4
5
 My student’s participation in a
SLC has improved his/her
school work.
1
2
3
4
5
 My student’s participation in a
SLC has improved his/her
confidence in communicating
about his/her work.
1
2
3
4
5
 My student’s participation in a
SLC has improved his/her
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confidence in achieving goals.
Traditional Conference:
 I learned about my student’s
progress during the traditional
conference.
 My student was involved
during the traditional
conference.
 The traditional conference has
improved my student’s school
work.
 The traditional conference has
improved my student’s
confidence in communicating
about his/her work.
 The traditional conference has
improved my student’s
confidence in achieving goals.

SECTION III
My preference for conference styles is:

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

Circle one choice.
Traditional

Student-led

SECTION IV
Choose one of these statements. Put a check mark in the box beside your choice. (Please explain
your choice in the comments sections below.)

I prefer fall and spring conferences be student-led.
I prefer fall and spring conferences be traditional.
I prefer a combination of student-led and traditional.

SECTION V
Comments:
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